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ABSTRACT
This dissertation addresses the topic of educational reform in the United
States, concentrating on the intersection of reform initiatives and issues of social
difference and discrimination. It involves four interrelated phases. The first
involves a historical survey of educational reform. The second is a tex.tual
analysis of two contemporary reform measures (namely magnet schools and
professional development schools). Third is a discussion of critical
multiculturalism as a viable tool for critiquing both magnet school and
professional development school initiatives. The fourth phase is an ethnography
of a local school that operates simultaneously as a magnet school and a
professional development school. Social difference and discrimination in general
and more specifically social class and class discrimination and race and racism in
particular forms the common thread that runs through all phases of the study.
A survey of historical educational reform initiatives designed to improve
the quality of education and address social problems is presented. Some of the
events leading to the creation of the common school and its goals are described in
order to ear-mark the educational reform efforts that led to the formation of the
present public schools in the United States of America. Race and social class
issues have been perennial concerns of reformists and the historical survey
highlights reform initiatives as efforts at social engineering designed to alleviate
problems related to difference and discrimination. Busing, the 1960s initiative
involving transporting children from predominantly white neighborhoods to
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predominantly black neighborhoods and vice versa was the earliest attempt at
racial integration of schools and the provision of quality education to all
American children. However, white resistance to busing and resulting racial
tensions led to the eventual abandonment of this initiative and the emergence of
more readily accepted contemporary measures such as "magnet" school
programs.
Magnet programs are a strategy for both school improvement and
desegregation and they have a distinctive program of study that is intended to
attract a voluntary cross section of students from various racial groups. The
second phase of the study provides a textual analysis of contemporary educational
reforms such as magnet school programs as well as professional development
school programs (PDSs) that focus on educational improvement through teacher
training, research and collaboration between local public schools and universities.
A textual analysis of the literature on the evolution, purposes and pros and cons of
magnet and PDS programs is presented as well as a discussion of how they might
be improved.
This leads to the third phase of the study - the use of critical
multiculturalism to re-examine the pros and cons of magnet and PDS programs.
Critical multiculturalism with its unique approach to issues of social difference
(gender, class, social class and predominantly, race issues) makes it an ideal
analytical tool for re-examining the pros and cons of magnet and PDS programs.
Clearly these two contemporary initiatives engender educational improvements.
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However, by utilizing the lens of critical multiculturalism, problems related to
social difference and discrimination which remain understated or invisible in
these programs' literature, also become apparent.
To explore the operation of these two programs in a real life situation, I
undertook an ethnographic research of Downtown Elementary School (DES- a
pseudonym) that simultaneously operates a PDS and a magnet school program. I
spent approximately two years at DES collecting data through participant
observation, interviewing and documentary information. The findings indicate
that there are some advantages and disadvantages of these programs individually
and the simultaneous operation of both at the same school. DES and its unique
situation, highlights the pros and cons of educational reforms such as magnet
schools and PDSs programs. That they are capable of leading to innovative and
improved attempts at dealing with school, community and teacher, research, and
teacher training issues is further underscored. For example, the DES experience
illustrates that among others, these two reform initiatives (especially in the case of
the PDSs) do contribute to the collaborative efforts of different groups of people
that lead to the formation of pedagogical communities, the professional
development of teachers and pre-serVice education as well as the advancement of
research on school improvement. Additionally, when people from diverse
backgrounds have to interact in educational reform initiatives such as the magnet
program, there may be a conflict of interest that requires adjustments that may
thwart the ideal aims of the program.
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The conclusion is a contextual analysis of PDS and magnet programs as
contemporary educational reform initiatives in a long history of educational
reform. A critical multicultural analysis reveals that PDS and magnet school
initiatives do, ironically, contribute to problems of discrimination. However, the
pros outweigh the cons: they contribute to racial integration of education and do
ameliorate inequity in education as a whole and they are a highly effective means
of faculty development and the general improvement of educational standards. In
this sense, they represent considerable advancements toward the general and
historical goals of educational reform in the United States.
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CHAPTER I
INTRODUCTION
Purpose and Significance ofthe Study
Educational reform has a long history in the United States. This
dissertation examines educational reform in the United States, with emphasis on
the intersection of educational reform and issues of social difference in general
and race and racism in particular. It provides a textual analysis of the history and
strategies of educational reforms and proceeds to examine two of the most recent
reform programs - magnet schools and professional development schools. The
magnet concept is a strategy for both school improvement and racial
desegregation through the use of a distinctive program of study that is designed to
be highly attractive to students from various racial groups and economic
backgrounds. Professional Development Schools (PDSs) may be described as a
collaborative effort between a school and a university to promote educational
improvement through research and faculty development of the university faculty
and teacher interns and the school faculty and students. An ethnography of an
urban school that houses both programs is undertaken to provide a concrete
example and discussion of magnet and PDS programs.
The purpose of the study is to provide a historical and contemporary
sketch of educational reform efforts and how they are complicated by issues of
social difference as well as to examine how two contemporary reform programs
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operate in practice. The study consists of four interrelated phases: a historical
survey of educational reform efforts in the United States; a discussion of two
contemporary educational reform programs (PDS and magnet schools); the
utilization of critical multiculturalism to produce a textual analysis of the pros and
cons of the two programs and an ethnography to examine how the programs
operate in a concrete situation. The first phase is a historical survey of
educational reform efforts in the United States, beginning with the common
school movement of the 1830s and 1840s. This period is considered a reasonable
point of departure because it was events and reforms of this era that led to the
establishment of the American school system and public schools of today. This
first phase of the study describes educational reform efforts implemented in the
1830s and 1840s and why this period is referred to as the decade of the common
school movement. The special features of the common school that distinguishes it
from past public and private schools are also described in order to highlight how
it resembles and differs from contemporary school reform measures (e.g. all
reform attempts share the overarching goals of educational quality and equal
access to quality education for all children, irrespective of social and economic
background). A historical survey of American educational reform would be
incomplete without reference to race and the historical problems of racism and
racial tension of the past and how they became explosive in spite of educational
reforms that were designed to curb them. By the end of 1866, the Civil Rights Act
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had been passed and the Fourteenth Amendment to the American Constitution
had been written. However, segregation had taken a finn hold and the "separate
but equal" doctrine was in place in various American institutions, including
education. After describing the most prominent of the law suits that followed,
namely the Brown v. Board of Education, the stage is set for surveying refonn
attempts aimed at solving the problem of racial segregation in education.
"Busing," the transporting of white children to attend school in predominantly
black neighborhoods or black students to attend school in white neighborhoods
was an early, forceful attempt at desegregating America's schools. Resistance
from the public, especially the white population, resulted in the phasing out of
busing as well as the introduction of the magnet school program as a more
innovative and palatable educational refonns designed to accomplish the same
goals.
A textual analysis of two contemporary educational refonn measures-
magnet school and PDS programs, comprises the second phase of the study. In
this section of the dissertation, the history and evolution of both programs are
described and their success and failure in addressing educational refonn and
social issues is reviewed. The third phase of the study is the use of critical
multiculturalism to reexamine the pros and cons of magnet and PDS programs.
Critical multiculturalism with its unique approach to issues of social difference
(gender, class, social class and predominantly, race issues) makes it an ideal
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analytical tool for re-examining the pros and cons of magnet and PDS programs.
Clearly these two contemporary initiatives do contribute to educational
improvement. However, with the lens of critical multiculturalism, problems
related to social difference and discrimination which remain understated or
invisible in these programs' literature, become apparent.
In the fourth phase of the study, I try to explore the operation of these two
programs in a real life situation using an ethnography of Downtown Elementary
School (DES- a pseudonym) that simultaneously operates as a PDS and a magnet
school program. I spent approximately two years at DES collecting data through
participant observation, interviewing, and document collection. Some of the
guiding questions that I explored in this fourth phase of the study include the
following:
1. how do different groups view -the meaning and
significance of a school that is both a magnet school and
a PDS;
2. how do their varying perceptions affect their work;
3. how do their varying perceptions compare with the
documents that created these programs (triangulation)
4. are there any perceived advantages and/or disadvantages
to being both a magnet school and a PDS;
5. do teachers and others perceive a conflict between the
magnet and PDS programs;
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6. how does being a magnet school and/or PDS
affect professional behavior (pedagogy,
discipline methods, curriculum, and
relationships with colleagues);
7. what are some of the dynamics involved in
the PDS process and what impact do they
have on interns assigned to the school?
While I sought to answer these research questions, I also tried to remain
flexible and focus on the research phenomenon (i.e. educational reform in
America, some of the strategies that were taken and how programs of educational
reform are interrelated with difference and social justice issues that are most
times not easily recognized and given the amount of attention they deserve) rather
than simply focusing on the questions per se.
The findings of the ethnography are presented in one of the chapters of the
dissertation. These findings indicate that there are some advantages and
disadvantages of these programs individually and in their simultaneous operation
at the same school. DES and its unique situation, highlights the pros and cons of
educational reforms such as magnet schools and PDSs. That these initiatives are
capable of leading to innovative and improved attempts at dealing with school,
community and teacher, research, and teacher training issues is further
underscored. For example, the DES experience illustrates that among others,
these two reform initiatives (especially in the case of the PDSs) do contribute to
the collaborative efforts of different groups of people that lead to the formation of
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pedagogical communities and to the advancement of research on school
improvement. Professional development of teachers and pre-service also is
enhanced. The study makes an observation that when people of diverse
backgrounds have to interact in educational reform initiatives such as the magnet
program, there may be a conflict of interest that requires sacrificial adjustments
that may short change the ideal aims of the program. The unique juxtaposition of
the two contemporary programs as in the case of DES is a further illustration of
these hegemonic relationships and complicates problems of discrimination that
could impede rather than ameliorate educational reforms.
The study concludes with a contextual analysis of PDS and magnet
programs as contemporary educational reform initiatives in a long history of
educational reform. A critical multicultural analysis reveals that PDS and magnet
school initiatives do, ironically, contribute to problems of discrimination.
However, the pros outweigh the cons: they contribute to racial integration and
help ameliorate inequity in education as a whole. They are also highly effective
means of faculty development and general improvement of educational standards.
In this sense they represent considerable advancement toward the general,
historical goals of educational reform in the United States. Thus, all four phases
of the dissertation are reflected in the title: Examining Race and Educational
Reform in America: History, Strategies and Ethnography.
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The purpose of the dissertation as a whole is to view educational reform
in the United States from different perspectives: historical, textual and discursive
analysis and ethnographic. The purpose of the ethnography or study within the
study, is to enable a further discussion of concrete educational reform attempts in
a real life situation and to make a useful addition to the number of perspectives
from which the issue of examining educational reform may be approached. The
rationale of the entire study, therefore, is to bring together both the discourse on
and the practice of some of the educational reform efforts of the past and present.
The significance of the study is that it contributes simultaneously to the
literature on educational reform in general and magnet and PDS programs in
particular and does so using multiple approaches. The study blends history,
textual, critical discussion and the everyday operation in a concrete context in the
same study on the issues of difference and educational reform.
The dissertation consists of eight chapters. The next chapter, chapter II,
presents a portion of the long history of educational reform in America and lays
the foundation for the textual discussion on two contemporary programs - PDS
and magnet schools in chapter ill. The third phase of the study is covered in
chapter IV in which I re-examine magnet and PDS programs through the lenses of
multiculturalism and anti-racism in order to shed some light on the issues at stake
and also set the stage for critiquing past research reports as well as current
research findings on these programs and educational reforms as a whole which
7
tend to intersect with difference and social justice issues that are otherwise not
obvious. The fourth phase, chapter V, starts the ethnography as a study within the
larger study. The chapter describes how the data were collected and analyzed and
then presents a brief summary of the findings. Those findings are then discussed
in greater depth in Chapter VI. Chapter VII re-examines the findings, this time
through the critical lens of critical multiculturalism and anti-racism. The
dissertation ends with Chapter VIII which contextualizes the findings of the
ethnography in the context of the long history of educational reform in the United
States as a conclusion to the larger study.
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CHAPTER II
A HISTORICAL SURVEY OF SCHOOL REFORM AND BLACKIWHITE
RELATIONS IN AMERICAN EDUCATION SYSTEM
History ofSchool Reform and Issues ofRace in American Education System
Educational reform has been and continues to be a major preoccupation of
educationists and policy makers in the United States since early days of the
nation. The founding fathers tried several reform projects to improve education.
Thus, reforming education is not a new phenomenon in the United States.
Contemporary reform attempts include programs aimed at bringing about equity
and racial integration. Magnet schools and Professional Development Schools are
both examples of contemporary educational reform programs. Hence, in this
chapter, to set the stage for discussing these reforms, I provide a historical
overview of the history of education and issues of race in American education
system.
The 1830s and 1840s are referred to as the decades of the common school
movement in the United States because it was during this period that the modem
American school system began to take shape. Although schools and a public
school systems existed in the United States prior to the 1830s, the common school
movement was different in terms of being the establishment and standardization
of state systems of education designed to achieve specific public policies (Spring
1994; Urban & Wagoner 2000).
9
The 1830s to 1840s is a period in American educational history that has
stimulated probably the most extensive debate about the meaning and goals of
common schools and so is referred to as the common school era. This debate
reflects, partly, the importance of the common school movement to the evolution
of American education system (Spring, 1994). In the next few paragraphs of this
chapter I describe some of the features of the common school movement as an
educational reform as they relate to later development of the American school and
identify some of the common features between the PDS, magnet programs in
order to illustrate that the contemporary reforms in questions are only a continual
effort to solve old socia-economic, justice and race issues in American education
system and in the entire society at large.
Although there were various private, public and charter school
organizations prior to the common school movement these organizations did not
possess some of the distinctive features of the common school movement which
in essence is a concept of schooling that was meant to serve a unique social and
political goal such as promoting more interaction between different groups of
people in the interest of common good of society. (Spring 1994; Urban &
Wagoner 2000). Perhaps the most common feature between PDSs, magnet
schools and the common school movement was the common school movement's
focus state control on teaching a common body of knowledge to students from
different social backgrounds. Spring (1994) identified three distinctive aspects of
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the common school movement that made it different from past educational
developments. The next few paragraphs describe these aspects and relate them to
aspects of contemporary reform programs like PDSs and magnet school reforms.
Spring (1994) painted a clear picture of these three aspects and so is worth
quoting at length in each case. He listed the first distinctive aspect as laying
emphasis on educating all children in a common schoolhouse. Spring (1994),
added that,
it was argued that if children from a variety
of religious, social-class, and ethnic
backgrounds were educated in common,
there would be a decline in hostility and
friction among social groups. In addition, if
children educated in common were taught a
common social and political ideology, a
decrease in political conflict and social
problems would result. .... The idea of
using education to solve social problems and
build a political community became an
essential concept in the common school
movement. Thus the idea of using education
to solve social problems and build a political
11
community became an essential concept in
the common school movement. The tenn
common school came to have a specific
meaning: a school that was attended in
common by all children and in which a
common political and social ideology was
taught. (p. 63).
This aspect of the common school movement shares something in
common with the magnet school program which focuses on improving diversity,
reducing racial friction and providing improved education for poor minority
children who would otherwise be enrolled in a less advantaged school. The PDS
program also shares the aspect of improving education but in this case through an
emphasis on improved teacher education, research and collaboration between
public schools and local universities.
The second relevant aspect of the common school movement has to do
with the idea of using schools as an instrument of government policy. About this
feature of the common school movement, Spring (1994) writes:
Certainly, this aspect of education had
existed in the past. Colonial schools were
established to train a population that would
understand and obey secular and religious
12
laws. Writers after the Revolution advocated
systems of schools to provide leaders and a
responsible citizenry. What was different
about the common school movement was
the acceptance of the idea of a direct linkage
between government educational policies
and the solving and control of social,
economic, and political problems. In this
concept, the common school was to be a
panacea for society's problems. (p. 63).
This feature is similar to the magnet school's effort to provide strategies
for reducing racial clash in society and just like the common school movement,
the magnet school program is an instrument of government policy on school
integration.
About the third feature of the common school movement, Spring (1994)
indicates,
The third distinctive feature of the common
school movement was the creation of state
agencies to control local schools. In part,
this was necessary if schools were to carry
out government social, political, and
13
economic policies. In the past, states like
Massachusetts had passed laws requiring the
establishment of schools in local
communities or, in the cases of New York
and Pennsylvania, had established state
school funds for charity schools. In these
situations, an official position had not been
established to oversee the state educational
system. In 1812 New York became the first
state to create the position of state
superintendent of schools. In the 1820s
some other states followed New York's lead
and created the office of state superintendent
of education. By the 1830s that state
supervision and organization of schools had
become a major educational reform. In part,
this was the work of the "father of the
common school," Horace Mann, who
became the first secretary of the
Massachusetts Board of Education in 1837
(Spring 1994:64).
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All in all, these three distinct features of the common school movement
reflect beliefs about the social and political role of education that had been
gaining increasing recognition and attention in the early nineteenth century,
which are still the shared beliefs of present day educationists and the public at
large. Perhaps the most important among them was the belief that human nature
can be fonned, shaped, and given direction by training within fonnally organized
institutions. Applying this reasoning to the entire society, common school
refonners began to argue that government-operated schools could be used to
create the perfect society. The outcome of the movement's refonns was the
beginning of the modem American school system and the establishment of public
schools (Spring, 1994; Urban & Wagoner, 2000).
Since then, there has been a myriad of refonns in American education in
response to the influx of immigrants from various parts of Europe, and the
resulting increase of social problems of the last decade of the nineteenth century
and the first two decades of the twentieth century. This period is usually referred
to as the progressive era and most of the refonn activities of the period aimed at
organizing the "American society into an efficiently functioning unit that would
be in hannony with the needs of a modem industrial society. This new society
ideally would operate on principles of political nonpartisan-ship and scientific
and professional expertise" (Urban & Wagoner, 2000, p. 196).
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Both professional development school (PDS) and magnet school
programs are some of the most recent educational refonns operated by public
schools. PDS is a collaboration between a local public school and a local
university to bring about improvement in teacher education and educational
improvement in general. The magnet school program is an effort to desegregate
public schools by making them so attractive by way of special curriculum and
facility that most parents, irrespective of their race or background, would like to
send their children to such a school. Magnet schools are therefore some of the
most recent school desegregation refonns. Race issues and school desegregation
refonns have come a long way and in order to fully appreciate this very most
recent refonn effort, it is important to revisit issues of race in the history of
American education system. The next section addresses this subject.
Issues ofRace in the History ofAmerican Education System
The origin of the present controversy over school desegregation and
magnet schools extends deep into the American past and has its foundation in the
relationship between the races. This has to do with the arrival of the first Blacks
in America in 1619. They were subordinated, robbed of their cultural heritage and
made slaves in order to use them in the economic role of providing the plantation
system with a stable resident labor supply. This set the stage for maintaining
blacks at the bottom of the economic and social ladder of America. Race relations
16
especially after the Civil War have been tense. (Stephan & Feagin, 1980).
Stephan, (1980) indicates that:
The formal basis for these changes was the
Emancipation Proclamation of 1863 which
freed the slaves in the Confederate States.
Two years later the Thirteenth Amendment
to the Constitution ratified and extended the
abolition of slavery to all the states in the
reunited union. "Black Codes" were enacted
in many Southern states immediately
following the end of the war to restrict the
freedom of movement and rights of newly
freed slaves (p. 6).
In reaction, Congress passed a Civil Rights Act in 1866 and later wrote
portions of this Act into the Constitution as part of the Fourteenth Amendment.
However, Black people's right to an education, even a segregated one, was not
guaranteed by the 1866 Civil Rights Act nor by the Fourteenth Amendment. In
1896, the Fourteenth Amendment was challenged by Homer Plessy in the
Supreme Court on the issue of the right of East Louisiana Railway to place him in
a segregated coach reserved for Blacks (Stephan, 1980). In this case, Justice
Harlan ruled that:
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"The destinies of the two races, in this country, are indissolubly linked
together, and their interests require that the common government of all shall not
permit the seeds of racial hate to be planted under sanction of law" (Stephan,
1980, p. 7).
The court interpreted the object of the Fourteenth Amendment to include
"Laws permitting or even requiring, separation in places where the races are
liable to be brought into contact do not necessarily imply the inferiority of either.
..". (Stephan, 1980:7). This gave birth to the doctrine of "separate but equal" that
became law after the Plessy decision. Segregation then a took firm hold in public
education, public transportation, hotels, restaurants, hospitals, departments of the
United States Government, and even the gallery of the United States Senate
(Gossett, 1965).
A little over a decade after the Plessy, the Supreme Court, in Berea
College v. Kentucky (1908), upheld the right of the states to prohibit racial
integration in the field of education. This led to a turning point in Black reaction
to the growing repression directed toward them, which in tum had important
implications for race relations. Led by W. E. B. DeBois, the Niagra Movement
(1908) and the National Association for Advancement of Colored People
(NAACP-191O) were formed. Under W. E. B. DuBois's editorship, The Crisis
provided Black America with an outlet for its new militancy. The NAACP also
recognized the importance of using the law to challenge segregation. This resulted
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in a series of law suits challenging the "separate but equal" law the most
prominent of which is the Brown v. The Board ofEducation. (1954).
With the Brown v. the Board ofEducation, it was no longer that easy for
law makers and educationists to be silent about the future of racial minorities,
particularly that of the nation's black population. However, schools for southern
blacks that survi ved into the twentieth century were rigorously segregated and
woefully underfunded. Often, money that belonged to black schools was diverted
by school boards to white schools. Blacks were forced to get by with the left-
overs (Harlan, Louis 1958). The next section is a detailed description of the
Brown v. The Board of Education and its consequences on social change and
school reform in America.
The "Brown v. The Board ofEducation" (1954)
Commonly referred to as the Brown Decision, Brown v. Board of
Education consisted of four cases that joined together in a ground breaking
challenge to the public education system in America. Each of the five cases posed
the same basic issue although they were each differed from one another in terms
of some nuances. All five cases were used as a proof that segregation itself was a
violation of the "equal protection under the law" guaranteed by the Fourteenth
Amendment. (Stephan, 1980, p. 11).
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In chronological order, the first case was the challenge brought against the
school system of Clarenden County, South Carolina. At this trial, three
psychologists, Kenneth Clark, David Crack, and Helen Trager testified. Clark was
able to testify, with the aid of a series of tests he had been administering to blacks
and whites for over a decade, that discrimination, prejudice and segregation have
detrimental effects on the personality development of the "Negro" child. In one of
such tests, Clark gave black and white dol1s to children of both races, including
black students from segregated schools in Clarenden County and presented the
responses of 253 black children to the white and black dolls. Results from the test
indicated that 67% of the children preferred to play with the white doll, 59%
regarded the white doll as the "nice" one, 60% said the white doll was a nice
color, and 59% said the black doll "looks bad". (Stephan, 1980, p.12).
These percentages tended to be higher
among the children from the North
suggesting that the children from the
segregated schools were less rejecting of
blacks, yet Clark's interpretation was that
"the black children of the South were more
adjusted to the feeling that they were not as
good as whites and ... did not bother to use
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the devise of denial" (Kluger, 1976, p. 356,
culled from Stephan, 1980, p. 12).
Clark therefore, testified that the essence of the detrimental effects of
discrimination are reflected in a confusion of the children's concept of their own
self-esteem, feelings of inferiority, conflict, resentment and hostility toward
themselves. Thus, two important ideas were emphasized: that the self-esteem of
Blacks is low in segregated schools and that segregation leads Black children to
be prejudiced toward their own race. It was suggested that desegregation could
reduce this prejudice. Noteworthy is the fact that, although Clark's studies have
been criticized (Cahn, 1955;·Greenwald & Oppenheim, 1968; van den Haag,
1960), the pattern of results obtained by Clark has been widely replicated with the
exception of later evidence such as Datcher, Savage & Checkosky, 1974; Hraba
& Grant, 1970).
Citing a study of social scientists by Deutscher and Chein (1948), Clark,
provided more evidence of how segregation can have detrimental psychological
effects on the racial or religious group discriminated against. This study of social
scientists by Deutscher and Chein (1948), revealed that 90% of the social
scientists felt that enforced segregation has "detrimental psychological effects on
members of racial and religious groups which are segregated, even if equal
facilities are provided." 83% of the social scientists in the study agreed that
enforced segregation has "a detrimental effect on the group that enforced
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segregation even if that group provides equal facilities to the groups that are
segregated." These results from the study suggest that Blacks will have low self-
esteem in segregated schools. (Stephan, 1980, p. 13).
Taking over from where Clark stopped, Crack, the second psychologist on
the first of the five cases in the Brown Decision, testified:
My opinion is that legal segregation of
education is probably the single most
important factor to wreak harmful effects on
the emotional, physical, and financial status
of the Negro child.... Legal segregation,
because it is obvious to everyone, gives ...
environmental support for the belief that
Negroes are in some way different from and
inferior to White people, and that in tum,
supports and strengthens beliefs of racial
differences, or racial inferiority. (Kluger,
1976, p. 361).
Trager, the third psychologist on the case, made use of the findings of her
own empirical studies in her testimony. One of the studies (Radke & Trager,
1950) involved interviews with black and white children from relatively
segregated schools (90% or more of the students from one ethnic group) on
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whether they liked a Black or a White doll best. Unsurprisingly enough, the
results indicated that the Black children preferred the White doll in 57% of the 90
cases, while the Whites preferred the White doll in 89% of the 152 cases.
(Stephan, 1980, p.l3). Consequently, Trager testified that:
the Negro children, unlike White children,
showed a tendency to expect rejection.... A
child who expects to be rejected, who sees
his group held in low-esteem, is not going to
function well, is not going to be a fully
developed child.... [If] we are to diminish
the amount of hostility and fear that children
of all groups have toward each other [the
place to do it] is the school. (Kluger, 1976,
p.363).
Trager suggested that desegregation will reduce intergroup hostility by
reducing the prejudices of both blacks and whites. (Stephan, 1980, p. 13).
The judge on the case, Thurgood Marshall, in his summation argued that
the only relief for the Negro children of Clarenden County was to be permitted to
attend existing and superior White schools. The case was appealed at the Supreme
Court after two of the Federal District judges disagreed. The Supreme Court then
recommended it be re-argued at the District Court. Marshall, during this hearing,
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argued that the Negro schools should become desegregated while provisions were
made for the facilities to become equalized. In Marshall's opinion, it would be a
matter of shifting some of the white children along district lines and mixing them
up with black children so they didn't all have to go to white schools. (Stephan,
1980, p. 13).
Brown v. Board ofEducation of Topeka was the second case to raise the
issue of segregation. The secondary schools in Topeka were integrated but the
elementary schools were segregated. Many Black children had to travel long
distances, often by bus, to school. The major inequality and its attending
psychological effects involved here became clear during the trial.(Stephan, 1980,
p.13).
An education professor, Hugh Speer, argued in this trial that one aspect of
the segregated schools was that colored children in these schools were denied the
experience of associating with white children. This, according to him was a
crucial issue because whites represent 90 percent of the national society in which
these colored children had live. The negative effects of segregation on learning
were affirmed by the testimony of a psychologist named, Horace English. The
idea that blacks in segregated schools achieve at lower levels than whites and that
ending legalized segregation would increase the achievement levels of blacks is
more or less implied in the testimonies. The plaintiffs in this case, just like their
counter-parts in the South Carolina case, were ruled against by the court.
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However, the idea that segregated schools were inevitably unequal was found by
the court as an important concession that the court found. (Stephan, 1980, p. 14).
The third case was the one brought by the NAACP against two small
school districts in Delaware. The physical facilities provided for Blacks and
Whites were clearly unequal in these schools. The expert witnesses were four
psychologists Otto Klineberg, George Kelly, Jerome Bruner, and Kenneth Clark,
and a psychiatrist, Frederic Wertham. That the learning abilities of Blacks and
Whites were equal was Klineberg's testimony. The testimony of Kelly was that
segregated education for Blacks placed a burden on them physically, in terms of
the long distances involved in transporting them to school and Bruner said
frustration, apathy, and hostility in the Black school children were due to the
psychologically damaging effects of segregation on them.
Again, Clark presented the results of the doll tests. At the end of this case,
it was decided that since the schools for blacks in the two school districts,
Claymont and Hockessin, were clearly not equal to those for white schools, the
black plaintiffs should be admitted into the white schools, although separate
schools might be constitutional.
This was the first time that a judge had ruled against segregation in public
schools and therefore was a breakthrough in the struggle for integration.(Stephan,
1980). In 1951, the students of Moton High went on strike and requested for the
help of the NAACP in obtaining equal facilities. This became the fourth case in
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the Brown series in which social scientists served as expert witnesses for the
NAACP was known as the Davis v. County school Board ofPrince Edward
County, Virginia. (Stephan, 1980, p. 14). In the trial, psychologist M. Brewster
Smith presented a version of Myrdal's vicious circle thesis as it applies to
segregation:
The effects of segregation ... help
perpetuate the pattern of segregation and
prejudice out of which these effects arise...
. [S]egregation has widely ramifying
consequences on the individual's motivation
to learn. (Kluger, 1976, p. 491, cited in
Stephan, 1980, p. 15).
Additionally, the results of the Deutscher and Chein (1948) survey of
social scientists were presented by psychologist Isidof Chein. One of these social
scientists was Kenneth Clark. He traced the relationship between segregation and
prejudice as follows:
Segregation is prejudice concretized in the
society, and in my work with Negro youth
and in my interviewing them, I find this is
the way they interpret it: Segregation is a
mist, like a wall, which society erects, of
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stone and steel-psychological Stone and
steel--constantly telling them that they are
inferior and constantly telling them that they
cannot escape prejudice. Prejudice is
something inside people. Segregation is the
objective expression of what these people
have inside. (Kluger, 1976, p. 495, quoted in
Stephan, 1980, p. 15).
It was concluded that ending segregation would establish a necessary
precondition for more positive ethnic identity among blacks and diminish white
prejudice. Adding his voice to the testimony, another expert, Henry Garrett,
indicated that "provided you have equal facilities ... the Negro student at the
high school level will get a better education in a separate school than he will in
mixed schools (Kluger, 1976, p. 503, in Stephan, 1980, p. 15). The court agreed
and ordered the school system to equalize its facilities for blacks with "diligence
and dispatch". (Stephan, 1980, p.15).
From the District of Columbia, came the fifth case in Brown. It was
reported that Howard Law School Dean, James Nabrit, argued the case solely on
constitutional grounds:
When the Fifth Amendment was adopted,
Negroes in the District of Columbia were
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slaves, not entitled to unsegregated
schooling or to any schooling. Congress has
been right in thinking Negroes were not
entitled to unsegregated schools when the
Fourteenth Amendment was adopted. But
the question of schooling was good enough
to meet their constitutional rights 160 or 180
degrees is different from the question of
what schooling meets rights now. (Kluger,
1976, p. 522, cited in Stephan, 1980, p. 15).
There is a strange relationship between the desegregation efforts of
magnet schools and earlier reform efforts such as the common school movement.
For example, Spring, (1990) writes,
The development of a highly specialized and
differentiated curriculum as a result of
desegregation was a major break with
Horace Mann's nineteenth-century vision of
a common school providing a common
education for all. In this context, the goal
that schooling should provide for cohesion
through a common curriculum and common
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schools was no longer a concern. The irony
of the ending of desegregation is the final
demise of the common school tradition. (p.
356).
In conclusion, there have been several reform projects to improve
education throughout America's history. By the 1830s and 1840s, it was clear that
something needed to be done to include or make it possible for children from
various backgrounds to be educated under the same roof and taught the same
knowledge irrespective of their socio-economic, religious and political
background and orientation. The common school movement attempted to address
this need and evolved into the public schools of today. Race issues and the quest
for desegregation of the public schools became a major preoccupation of the civil
rights leaders after the Civil Rights Act was passed in 1866. Their efforts led to
reform measures such as busing and because of the unpopularity of busing,
magnet schools were later put forward as a more palatable alternative school
desegregation program. Thus, magnet and PDSs are among some of the
contemporary school reform programs that attempt to deal with the socio-
economic, race and quality of education issues that continue to plague America's
schools and society as a whole. In this sense, magnet schools and PDSs are part of
the school reforms that attempt to address some of the contemporary manifesto.
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In the next phase of the study therefore, I provide a textual analysis of these two
contemporary educational programs.
30
CHAPTER III
MAGNET SCHOOLS AND PROFESSIONAL DEVELOPMENT
SCHOOLS: RACISM AND CONTEMPORARY SCHOOL REFORMS
History ofBusing and Magnet Schools
In the five cases involving race and the educational system described in
the previous chapter, the NAACP made use of the testimony of social scientists to
support its claim that separate schools were not equal. The advances made in
these cases culminated in the Supreme Court declaring that in the field of public
education the doctrine "separate but equal" has no place and that separate
educational facilities are inherently unequal. A year later, the court issued a
decision on when integration was to be achieved, setting in motion a gradual
process of school desegregation and racial integration in general. (Feagin, 1980).
Thus the Brown v. Board ofEducation in 1954 changed the way many Americans
thought about education, provided the springboard for the movement for racial
equality in education (Cremin, 1988; Ravitch,1983), and served as a grounding
for the educational refonns of the 1960s (in the fonn of a variety of programs).
Court ordered busing consisted of black children traveling by bus at their own
expense to white-majority school in an attempt to defeat White flight from those
schools and from the cities of America. (Feagin, 1980). This is referred to as
busing.
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Busing met with considerable resistence from whites and in the end was
abandoned as a strategy for school and community desegregation. Another
attempt is the magnet schools program. Magnet schools while being school
reform projects, are also an attempt to desegregate America's schools. The
Magnet concept evolved from the desegregation plans of the 1970s to prevent
"white flight l " to the suburbs from defeating these plans. Magnet schools are
schools with educational offerings so promising that, it was hoped, parents would
overcome their fears and concerns about interracial contact and place their
children in desegregated settings.
The desegregation of American schools has been one of the country's
most explosive social issues for more than a century. For instance, in the late
1960s, the courts began to rule that the Brown decision applied to all schools in
the country, if it could be proved that segregation was the result of intentional
actions by school boards and school administrators. Additionally, "forced
integration by busing was ruled by the United States Supreme Court in 1971, in
Swann v. Charlotte-Mecklenburg Board ofEducation." (Spring, 1994, p. 353). In
this decision, the Supreme Court warned that "schools all or predominantly of one
race in a district of mixed population will require close scrutiny to determine that
school assignments are not part of state enforced segregation." (Spring, 1994, p.
353). The impact of this decision is that, the urban school districts which were
IThe "loss of white students from a desegregating school district - whether by
residential relocation, transferring to private schools, or residential avoidance -
that can be reasonably attributed to desegregation itself." (Amor, 1980, p. 188).
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more or less segregated, came under close scrutiny and busing became a
legitimate tool for implementing desegregation plans. Original arguments about
the value of neighbor-hood schools were no longer reason enough to prevent
integration. Wherever possible, racial integration within those districts was
achieved as school districts were now viewed as unitary systems. (Spring, 1994).
For a large number of the white population, for those who were politically
conservative, compulsory busing was never a popular choice. In his national
campaigns, President Nixon promised to curb the extent of involuntary busing. In
a special message to Congress in 1972, he requested a moratorium on student
busing. (Spring, 1994). His arguments placed emphasis on equality: "Conscience
and the Constitution both require that no child should be denied equal educational
opportunity." (Spring, 1994, p. 353). He went on to argue that the purpose of the
Brown decision was to eliminate the dual school system in the South. This
purpose, he maintained, had been achieved. Nixon claimed that the major
remaining problem was the maze of differing court orders that had developed to
end segregation. Many of these plans, including busing, he argued, had resulted in
violence and community disruption and imposed hardships on children. Nixon
had a two-pronged reason for opposing busing: one was based on racial prejudice
and the other the dislike of "wrenching of children away from their families, and
away from the schools their families may have moved to be near, and sending
them arbitrarily to others far distant." (Spring, 1994).
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For Nixon, the legitimate concerns in education were ensuring a greater
balance of convenience, improving schools, and the chance for parental
involvement as well as equality of educational opportunity. Specifically,
educational opportunity should not only be equal, but adequate. He cautioned that
unless the quality of education, transportation of children to distant schools, and
equality of educational resources were all addressed the busing issue would
remain a concern. (Spring, 1994).
Busing continued to be a major national issue and after a community
violence in Boston in 1974 it became unclear if busing was an appropriate tool for
racial integration of schools. The newspaper headlines seemed to provide a good
case for conservatives that busing should be ended. This was further reinforced in
1975, in a report detailing the negative consequences of involuntary school
integration. The report was written by James Coleman and argued that
involuntary school integration was causing white flight from the affected school
districts and that this in tum, heightened the degree of segregation by contributing
to the concentration of dominated populations in particular communities. (Spring,
1994).
Ironically, conservative groups in local communities in the middle of the
1970s began to advocate alternative, or magnet schools as a means of voluntary
desegregation. Because of their effect on the curriculum, alternative schools
caused a radical change in the traditional structure of American education.
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(Spring, 1994). The irony in the conservatives' support of magnet schools was
that
the concept of magnet schools was a product
of a radical reaction to the school system in
the late 1960s and early 1970s. The magnet
school movement was therefore a product of
conservative reaction to desegregation and
the alternative school movement of the
1960s. The term alternative was most often
used when referring to schools that were
alternatives to the existing public school
system. By the 1970s, the term also referred
to public school programs that were
alternatives to the standard public school
curriculum. In the 1980s and 1990s, the
magnet school movement became part of the
debate over whether or not parents should be
allowed to choose a particular public school
or program for their child. (Spring, 1994, p.
354).
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In the long history of alternatives to the public schools, the nineteenth
century Catholic school system has been known to be an alternative to the
Protestant-dominated public school system. In a way, the establishment of
alternative schools was a response to the oppressive and authoritarian atmosphere
of public schools of the earlier twentieth century. It was hoped that the form of
education given in The Modem School and other alternative schools would create
personalities that would not accept authoritarian institutions. The Modem School,
for example, established by anarchists in Shelton, New Jersey, was the product of
a reaction to the public school's political and economic doctrines. The methods of
instruction at the Modem School were based on the idea that nothing should be
imposed on the child and that learning should be a product of the child's interests.
The Modem School existed from the beginning of World War I until the 1950s.
The Manumit School for workers' children, established in the 1920s was another
alternative school. The children in this school had trade unions and organized
labor strikes when they felt the conditions at the school were unacceptable. The
Manumit School therefore, provided the students with teachings that were meant
to be an alternative to anti-union teachings in the public schools by operating on
the principles of industrial democracy. (Spring, 1994).
Another example, a more famous and influential alternative school, is the
Summerhill school which was started by A. S. Neill in England in the 1920s. A
Summerhill society was established in the US in the 1950s.The Summerhill
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school was often cited as a model of alternative education during the student
rebellions of the 1960s (Spring, 1994).
However,
The exact time when "alternative" schools
became "magnet" schools is not altogether
clear, but beginning in the early 1970s,
alternative schools began to be incorporated
into desegregation plans. The term magnet
came to describe the function of these
schools in desegregation efforts (Spring,
1994, p. 355).
The aim was to have a public school offer a specialized curriculum or set
of teaching methods that would be attractive to a broad spectrum of a community
and have parents and students choose that school in place of their regular school.
That is to say, the school would act as a magnet to attract children from
throughout the school district and the maintenance of racial balance would be
considered as a bench mark in admitting students to such a school. (Spring, 1994).
In contrast to involuntary busing, magnet schools were based on free
choice and represent voluntary efforts at desegregation. Many community
members found them appealing because of their promise of an elite, specialized
education. The first magnet schools established in most communities, for
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instance, were schools for creative and performing arts and schools for academic
enrichment. It was argued that white flight from desegregated school districts
would be reduced by offering elite schools of this type (Spring, 1994).
Magnet schools, originally designed for the purpose of desegregating
schools and communities, were also used to reinforce the twentieth-century trend
toward a more differentiated curriculum. There has been a variety of choices
available to students in some school systems since the 1980s. One of these
systems is the Houston School System. In this school system, alternative schools
were offered for engineering, criminal justice, the petrochemical industry, health
sciences, advanced academic work, and creative and performing arts. Similarly, in
Philadelphia, there were alternatives offered along with special programs in
foreign affairs. Also alternative schools for computer sciences, athletics,
advanced academic work, science and mathematics, creative performing arts, and
languages were offered by the Cincinnati school system (Borman & Spring,
1984).
The improved ability of the schools to match their curricula to the specific
needs of the labor market was facilitated by the increased differentiation of
magnet schools. Thus, although they were originally meant to bring about a free
integrated society, it was not unusual for alternative schools to aim at the
preparation of students for specific segments of the labor market, as was the case
in Houston (Spring, 1994).
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In the 1980s, magnet schools became the primary method used to continue
desegregation of American education. In 1984, the Reagan Administration which
was in power at the time, supported a court-ordered desegregation settlement in
Bakersfield, California, that relied mainly on the use of magnet schools. The
Cincinnati School System settled out of court with the NAACP on a
desegregation plan that relied solely on magnet schools at about the same time
(Spring, 1994).
It is worth noting that the federal courts accepted magnet schools as a
method of desegregation as early as 1975. Magnet schools have since then,
sometimes been referred to as alternative schools or schools of choice, and are
considered unique public schools because they are attractive to parents and
students because of their specialized curricular themes and/or institutional
methods. Magnet schools make it possible for school districts to be able to choose
and to provide parents with a choice of several different school options with a set
of distinct course offerings and institutional formats rather than the mandatory
reassignment forced busing. In order to ensure a racially balanced student
population, enrollments are regulated in magnet schools. (Smrekar & Goldring,
1999).
Magnet schools usually have a double focus - improving educational
quality and increasing racial integration. These schools also provide a conducive
setting for teacher-generated reform initiatives or innovative teaching methods.
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(Estes, 1990). Many of the first magnet schools of this kind were court sanctioned
with restrictions on the racial balance of the student population. (McMillan,
1980).
Some of the main characteristics of an ideal magnet school include having
an educational program that is different, special and distinctive, or otherwise
distinguishable from the regular curriculum in non-magnet schools. The special
curriculum must be attractive to students of all races. The magnet school must be
racially mixed and be open to students of all races on a voluntary basis. (Ascher,
1990; McMillan, 1980).
It has been reported that magnet schools that are successful have attractive
school features such as an image of excellence, a special curriculum, a
charismatic principal, good faculty, and/or an attractive facility and that such
schools are usually also more effective in inducing white students to travel to a
mixed or predominantly black neighborhood and thus bring about school
integration at the same time that they provide quality education (Levine &
Eubanks, 1980; Rossell, 1985). In addition, it has been pointed out that some of
the features of a magnet school that make it attractive to both white and black
students are its faculty, the principal, school location, quality of school plant,
opportunities provided for parent involvement, the voluntary nature of the magnet
school, and an opportunity for another chance for students perceived as having
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behavior problems (Royster et aI., 1979). How does this compare to the
experience of DES? A question we shall return to later.
The Benefits and Rationale Behind Magnet School Programs
The rationale behind the establishment of magnet schools is that they promote
academic excellence by making individual schools more focused on providing
quality instruction in order to attract students (irrespective of race, ethnicity or
social class) and that they are a way to counteract the effects of income level on
educational opportunity, by establishing expanded options for lower-income
families that are typically available only to wealthier families who are able to buy
or rent homes in neighborhoods with more desirable schools. One of the basic
aims of this educational reform program is to address the issues of quantity and
quality of education received by minority students, including poor black children.
Thus moving from a fight for the right to education (even a segregated one) to
equal access, the focus of educational reform now is equity and excellence for all
children irrespective of race, social class and ethnic group. Magnet schools are
usually located in poor, inner-city neighborhoods. Due to their special curricular
theme or method of instruction, they have been viewed as an important means to
retain and attract middle-class students to city schools. In sum, therefore, a
magnet school is a
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school, or program within a school, that is
characterized by a special curricular theme
or method of instruction, plays a role in
voluntary desegregation within a district,
and provides choice of school to students
and parents and access to students beyond a
regular attendance zone. (Flemming et a!.,
as quoted in Blank, 1990, p. 78).
The justifications/rationale for magnet schools thus include more effective
desegregation, innovation, satisfaction of consumer demand and retention of the
middle-class in urban areas which is useful among other things, for preserving the
tax base and, thus, the viability of the school system for the poorer students
(usually black and other ethnic minority children). Rossell (1990) found that
districts with magnet schools as the basis for voluntary desegregation were more
likely to reduce white flight from schools and improve the interracial contact of
minority students over time than mandatory plans, including busing and even
mandatory metropolitan plans, that have been advocated as being most likely to
retain white students.
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The Problem With Magnet School Programs
While there are numerous benefits to Magnet programs, they are not
without problems. A principal problem is that the benefits of magnets for middle
class whites is borne by lower class blacks and their communities. Just like the
busing system, it is the poor black and other ethnic minorities who have to
sacrifice for the functioning of the program. The focus on the attraction of
middle-class students results in disadvantaged poor children being clustered in the
non-magnet neighborhood schools with considerably less and inferior resources.
And even then, "poor people in the District [city] ... want very much to keep the
middle-class children, white and black, from fleeing the city's schools" (Kozol,
1991, p. 185). To keep them in working class and inner city neighborhoods,
parents accept a dual system of magnets for the wealthy and traditional
neighborhood schools for the poor, even if both schools are housed in the same
physical building.
Thus, magnet school programs may exacerbate existing class or socio-
economic cleavages, especially since the magnets are academically selective and
few in number. Middle-class parents are more motivated and more infonned
regarding the availability of educational options and may be more likely to
benefit from the first come first served selection procedure utilized by most
magnet programs. Although the initial aim was to bring children of different races
and social classes together to promote less prejudice among the races and to
43
enable the poor children improve their academic achievement by emulating the
academic values of middle-class white children, magnets tend to take advantage
of more academically motivated and able students, as well as more effective and
innovative teachers, resulting in diminished educational opportunities for those
who do not attend them (Moore & Davenport, 1989). Hence the extent to which
magnet schools serve the educational needs and interests of minority and poor
children is questionable since fewer and fewer ofthem get the chance to
participate in these programs.
For instance, a father who is a teacher in a non-magnet school in
Cincinnati and who has a son enrolled in a magnet school reminds us of how
naive and narrow the assumption is that magnet programs will solve the problems
of inequity and segregation:
I guess my biggest gripe is, why should
magnets be deemed better if this is a public
system? Why should anybody not want to
go to the better schools? You are setting up
a hierarchy. Somebody is losing out. If the
schools aren't all equal, then why aren't
they all equal? (quoted in Smrekar &
Goldring, 1999, p. 112).
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Magnet schools are an ideal that has become complicated by multiple
goals and competing values - desegregation, equality, parental choice, and school
improvement. Since the emancipation from slavery, racial segregation has been
used to keep blacks and other non-white races at the bottom of the economic and
social ladder and so in general, racial segregation often goes hand-in-hand with
social-class. Despite efforts such as the magnet programs, the racial and ethnic
segregation of African American and Latino students has and still continues to
produce a deepening isolation from middle class students and from successful
schools (Orfield et al., 1997).
The worst victims of educational reform measures such as magnet schools
are poor and ethnic minority girls since it has been shown that girls in general are
being short-changed in the educational system (Shakeshaft, 1986). Thus, race,
social class and gender issues have played and continue to playa major role in the
idea of, rationale for, and workings of magnet schools. In this sense, the PDSs are
no different.
The Benefits and Rationale Behind PDSs Programs
The creation of Professional Development Schools (PDS) was proposed
by the Holmes Group, a consortium of 100 of the nation's leading teacher
education institutions. In three seminal publications (1986, 1990, 1996), the
Holmes Group proposed the creation of PDS as a means of simultaneously
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refonning teacher preparation and school practice. Instead of just being a
laboratory school for university research, or a demonstration school, or just a
clinical setting for preparing student and intern teachers, a professional
development school is supposed to be all of these together. It is a school for the
development of novice professionals, for continuing development of experienced
professionals, and for the research and development of the teaching profession.
Although the concept of school-based teacher education is not new, the PDS
movement is different from the traditional school-based approach because of its
focus on individual public schools as well as the depth of collaboration between
university and school-based educators (Lecos, 1997).
According to Lecos (1997), there has been a proliferation of PDSs. This
assertion is borne out by the fact the ERIC Clinical Schools Clearinghouse lists
hundreds of PDSs operating nationally. In order not to sacrifice the integrity of
the PDS model in the midst of their proliferation, the National Council for
Accreditation of Teacher Education (NCATE) has established a task force. This
task force is faced with the difficult task of defining quality PDS standards
without losing the flexibility needed to establish collaborative models in the
widely diverse contexts of various collaborations. As a step towards this goal, the
NCATE task force cautioned that although many PDS models differ in structure
and operation, they do share certain characteristics: a vision of how the school-
university partnership can improve teacher education and schooling; a
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commitment to shared decision making and funding; and the definition of new
roles for university faculty and school-based educators (Lecos, 1997).
Just like the magnet school programs, PDSs are educational reform
projects with a specific emphasis on teacher education. Just like magnet schools,
social difference has played and continues to play an important role in the idea of,
rationale for, and workings of PDSs. They are an off-shoot of the wave of
education reform which swept across the United States in the mid-1980s. These
reforms were stirred by the major concerns of pragmatists, including the fear that
the country's long-held position as the world's preeminent economic power was
being threatened by other nations with better educated workforces. Similar to the
reaction of the 1950s when the Soviet Union launched its Sputnik satellite, fears
about losing the nation's global economic hegemony prompted calls for more
rigorous and relevant education for America's children.
The second concern driving this reform movement was rooted in social
justice considerations. The growing disparity between the economically
advantaged and the economically disadvantaged was reflected in the widening
gap between the academic achievement levels of children from these two groups
and there was the fear that succeeding generations of children were destined for
welfare rolls, drug addiction, premature death, prison, and joblessness. Better
schools and better teachers were viewed as crucial to America's social and
economic well-being. PDSs emerged in the mid-1980s as a potentially significant
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vehicle for advancing both teacher education and school restructuring (Abdal-
Haqq, 1998). However, the basic concept underlying the PDS - that is, an
elementary or secondary school where teachers learn and research as a part of
practice - is not a new idea. PDSs are rooted philosophically in the progressive
education movement (Levine, M. 1992). Antecedents of the PDS are rooted in
John Dewey's Laboratory School, in the work of Lucy Sprague, (1950) and in
Schaefer's schools of inquiry (Schaefer, 1967). As mentioned earlier, education
reform and school restructuring movements of the 1980s rekindled interest in this
concept.
The major aim of a PDS model, therefore, is to improve the quality of
education by way of improving teacher education and educational research. For
that matter, PDS programs, just like the magnet schools, not only have a number
of benefits but also challenges. (Bullough & Baughman, 1997; Schverak et aI.,
1998; Rademacher et aI., 1998; Kostin, 1998).
In order to truly appreciate the benefits of PDSs, it is important to take note of
what Darling-Hammond, (1994) has written on the potential and promise of the
PDS model as a reform initiative. According to Darling-Hammond, PDS
programs join professional education with intensively supervised opportunities
for practice, and so have a potential for developing more effective teachers and
reversing three aspects of socialization to teaching that have defined schools'
approaches to teacher learning in the past: "Figure it out yourself'; "do it all
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yourself' and "keep it to yourself." (Darling-Hammond, 1994, p. 8). Not only is it
difficult for even the best teacher preparation in a school of education to go only
part of the way toward developing clinical skill - the process of applying
knowledge to the many problems of practice that teaching presents, but also
beginning teachers are usually placed in the least advantageous situations, with
the most challenging students to teach, in the schools where turnover has been
highest and where potential mentors are fewest. Novices and veteran teachers are
on their own in dealing with problems of practice because of the belief that
teaching does not yet have highly developed structures for consultation and
collegiality. This reinforcement of teacher isolation greatly reduces teacher
learning and opportunities for sharing knowledge.
Darling-Hammond, (1994) argues that since collegiality and the
development of shared standards are essential to professions and since these are
among the most fundamental objectives of PDS, which encourage knowledge
sharing, team planning and teaching, and collecti ve reflection, PDS programs
have a great potential for improving the professional status of teaching and
helping beginners to become successful teachers. There is some research-based
evidence to support this premise. Tusin, (1995) in a study of seven novice
teachers, found that the clinical experiences received during their participation in
a PDS program contributed to successful first-year teaching experiences. The
same theme is echoed in a study by Long & Morrow, (1995) which reports that
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PDS graduates are better prepared for the first year of teaching than graduates
from traditional teacher education programs. Thus, the PDS efforts can in turn
lead to better commitment to the profession since people enter teaching for the
satisfaction of making a contribution and tend to leave if they feel unsuccessful in
reaching students. Therefore, helping beginners to become more successful could
enhance commitment as well as expertise throughout the profession.
From this point of view, the benefits of professional development schools are, as
Darling-Hammond, (1994) points out, three-tiered:
... first, PDSs are creating entirely new
frames for teacher learning - frames that
provide opportunities for learning by
teaching, learning by doing, and learning by
collaborating. These enhance the learning of
teacher educators and veteran teachers as
well as beginning teachers. Second, as they
integrate the work of teachers and teacher
educators, of schools and universities, of
teachers as researchers and researchers as
teachers, PDSs are creating possibilities for
building entirely new ways of knowing and
kinds of knowledge for the profession as a
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whole. Finally, as they begin to restructure
schools and universities, PDSs are eliciting
unanticipated potentials and challenges for
rethinking teaching and schooling.... The
implications for teaching extend to its
character as an occupation and a profession
as well as its development as a reflective
activity deeply connected to students and
their welfare. (Darling-Hammond, 1994, p.
10).
All these three potentials for PDS have been realized in one way or the
other and reported in case studies. Lemlech et aI., (1994) report that at a Los
Angeles professional development school, university and school faculty created a
new avenue for student teacher learning by developing a series of problem-
solving clinics for interns. In this case study, based on common concerns and
problems, some of the activities of the project teachers stimulated a great deal of
learning and development for them as well as for their interns. Unlike traditional
forms of teacher education, where teaching is viewed as a means of transmitting
information, and learning as individual knowledge acquisition, and where clear
distinctions are made between teacher and leamer, expert and leamer, theory and
practice, knowledge and application, at this PDS site and other sites, these
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distinctions became blurred and began to disappear. At these sites, teachers found
that they were learning by actually engaging in the work of thinking through,
researching, debating, and implementing innovations. For example Whitford
(1994) describes how teachers at a Louisville PDS were motivated to engage in
professional readings and conversations that enabled them to answer questions
that emerged as they planned and experimented with their own reforms.
Similarly, Grossman (1994), describes how a new integrated core seminar offered
for interns at the PDS created a team-teaching structure that contributed to the
professional development of university faculty. He states, "As the content of the
course goes well beyond the expertise of any individual, all instructors acquire
new knowledge and perspectives from interactions in planning and teaching the
class." (Grossman, 1994, p.59).
On the same note, Rogers & Carol, (1997) after observing and
interviewing participants of a PDS, report that mentor teachers' thinking
processes have evolved into a more rigorous, more reflective way of thinking and
that their thinking has resulted in insights into specific strategies for solving
problems and a heightened sense of perspective. Several other authors also
indicate that PDS programs do increase the professional development of already
established teachers (Bell, 1995; Clinard et al., 1995; Crow et al., 1996; Kochan,
1996; Chase et al., 1996, etc.).
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Just like the veteran teachers, novice teachers also benefitted from being a
part of the PDS programs. For instance, Grossman (1994), writes about the
excitement of student teachers at a PDS middle school as "being a participants in
school reform efforts." As clearly put by one of the novice teachers, "It is
important that we know school reform can happen. It is not just theory." (p. 62).
In short, most of the authors were unanimous that PDS preservice teachers, as
compared to their counterparts in traditional teacher education, have more varied
experiences, are more involved with students and teachers, are more confident in
their teaching and make more connections between theory and practice
(Rademacher et aI., 1998).
Another illustrative example of the potential of PDSs is the "January
Experience" described by Lythcott & Schwartz, (1994). This was a giant exercise
in interdisciplinary cross-role collaboration whose benefits of collegial learning
extend from school and university faculty to student teachers and students. The
student teachers, who worked in groups on their interdisciplinary projects,
enjoyed the collaboration just as much as the faculty did. They all enjoyed the
teamwork, the opportunities for friendship, and the chance to teach and learn from
each other. Berry & Catoe, (1994) as well as Snyder, (1994) make the same
reports on how the ongoing opportunities for collaboration in PDS create
environments for continuous learning among all parties. In these and numerous
other cases, a lot of expert professional development took place through a
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"leaming-by-teaching, leaming-by-doing and leaming-by-collaborating"
approach. (Darling, 1994, p.lO).
These types of experiences for new teachers offer them a new framework
from which they will learn throughout their professional lives. Since they see
learning as continuous, collegial, integrated, and child-centered, and since they
see collaboration and reflection as opportunities for learning, they will build new
kinds of knowledge for practice and will also use knowledge differently from
teachers who have been through a traditional teacher education program. This
leads us to the second major class of benefits of PDSs: the creation of new ways
of knowing and new types of knowledge in the teaching profession and education
in general.
In all the PDS cases reviewed, there was the need to affirm, negotiate and
redefine two types of knowledge, the formal, research-based knowledge that is
the basis for much university teacher education and the less formal, context-based
knowledge that is the basis for much practice in schools. Almost all of the
participants had to confront issues of "privileged knowledge" and define what
ways of knowing are considered most valid as a basis for teaching and for teacher
education. Whitford, (1994) for example, writes,
The university's claims to expertise are
based largely on norms of disciplined ways
of knowing, such as knowledge of theory
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and research gained through scholarship. A
good part of the expertise of those in schools
is based on custom, tradition, and daily
practice inside particular school cultures.
Unlike university scholarship, much
experience-based knowledge is tacit and not
easily articulated. Because of the isolation
of teachers from one another, much of that
knowledge also remains privately held
rather than publicly debated. The status and
prestige of those in universities relative to
those in schools reinforce the view that
public-held "university" knowledge is
superior to school-based knowledge....
These conditions work against the best
intentions of those who see collaboration
within a professional development school as
a means of improving the education of
teachers and public school students. (pp. 94-
95).
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In like manner, Miller & Silvernail, (1994) describe how this traditional
status distinction is disrupted and reshaped in the PDS as the perspectives and
insights of practicing teachers are acknowledged and incorporated into the
preservice program. In the PDS setting, experienced teachers talk about tacit
understandings as well as informal rules of practice that underpin their practice
and knowledge of teaching. As the authors put it, "Through continuous
conversation in the context of real schools and classrooms, teacher voice assumes
a privileged authority and often challenges the more formal knowledge base that
university professors represent". (pp. 38-39). Hence, as they create praxis - a
blend between theory and practice, PDS sites have found themselves creating new
ways of knowing and forms of knowledge that have a special power and energy
of their own. These kinds of knowledge are parallel to Cronbach's, (1975)
recommendation after he realized the limits of a positivist research paradigm for
establishing causality in teaching and learning. He recommended that the search
for empirical generalizations should gi ve way to "response sensitive" research
and that research should take exceptions seriously and make continual
adjustments on the basis of individual, context-specific responses. (Cronbach,
1975, p. 119). This is exactly what is going on at the PDS cases reported in the
literature I have reviewed. At these PDS sites, extensions of constructivist
understandings of knowledge are being enacted. Knowledge that is constructed by
experienced teachers, novices, and teacher educators in conjunction with the
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children they serve, infonns both research and practice in ways that create new
possibilities for all parties involved.
Additionally, there is evidence that PDSs create tensions that press for the
mutual restructuring of schools and universities. Hence, the third type of benefit
of PDSs: school and university restructuring. As Lythcott & Schwartz, (1994)
point out, the experience of one PDS student teachers shows that the efforts of
PDSs to create an integrated, cross-disciplinary community of learners would
ultimately demand more fundamental school restructuring:
Teachers are not used to working together.
For an interdisciplinary course to work,
teachers need to work together, to not feel
ownership of children, time periods, classes
and materials, to accommodate and
eliminate feelings of competition and
insecurities among cohorts. But this is not
easy to change. School is structured in a way
that does not allow teachers to see and talk
to each other, and often teachers are not
even allowed to talk about kids and
classrooms in the faculty lounge. Rooms are
too small to allow for two classes to meet
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together with two teachers; separate
schedules and different grade levels all
make collaborating difficult ... to ask what
comes first, interdisciplinary teaching or
collaboration is like asking what came first,
the chicken or the egg. (p. 147).
Similarly, LemJech et aI., (1994) indicate that at a PDS elementary school,
teachers keenly feel the need to restructure the school schedule and create time
for collaboration as they proceed with fundamental reforms. Through part of a
school-based management initiative, their request to "bank" time for joint work
has not been approved by the Los Angeles School District. Thus virtually all PDS
sites have gained these kinds of insight; that to accomplish the goals of the new
enterprise, more fundamental changes in the system and the teacher education
program will be required. For these changes to occur, there is the need for
changes in the larger institutions, the districts and the universities within which
the participants operate. Such changes often require a new model for change.
Unlike the traditional top-down or the reverse (bottom-up), where one party's aim
is to change the other, the PDS operates on a system that recognizes that all the
participating experts must work together to invent a new system that is built upon
the knowledge of all parties. (Snyder, 1994). As Whitford (1994), rightly
describes, "there is usually a shift from and interventionist to and interactive
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approach in which the parties collectively identify problems and create solutions."
(Whitford, 1994, p. 95).
The Problem With PDSs Programs
Although all these characteristics appear beneficial, there have been
reports on some limitations or challenges in the successful implementation of
PDS programs. Not only have there been institutional and financial challenges but
also personal and emotional issues (Chase et aI., 1996; Morse et aI., 1995;
Metcalf-Turner, 1994; Darling-Hammond, 1994; Miller & Silvernail, 1994; Berry
& Catoe, 1994; Hopkins et aI., 1992). In terms of school and university
restructuring, PDS programs put a strain on traditional settings and procedures.
Consequently, a tremendous effort is required of PDS participants as they
try to depart from what they are used to and have been comfortable with for a
longtime. In a culture where there is no "free lunch", it is not surprising that the
PDS initiative raises financial issues because it is a time consuming process and
requires both human and physical capital. The availability of funds is directly
related to policy issues. Since the PDS model is still relatively new, policy makers
are often reluctant to support it financially and to make any policy commitments
as to its potential in promoting a successful educational system.
Thus, in spite of overwhelming interest and support from school
reformers, the PDS movement has been launched with very little funding from the
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government and funding agencies. Besides a few years of support from Ford
Foundation, no major foundation has made a long-term commitment to the new
initiatives of PDSs. Federal and State support has been generally absent (Darling-
Hammond, 1994). It is not surprising therefore that findings and conclusions from
Brainard's, (1989) study suggest that inadequate resources is one of the major
factors that hamper the efforts to establish a PDS.
Additionally, PDSs place collaborative demands on individuals, their
institutional practices and traditions. The unstated but de-facto low status that
teacher education holds in universities and the low status that professional
development activities hold in schools and the related lack of institutional
incentives for this kind of work, all pose a challenge that illustrates the fragility of
PDSs. Establishing and maintaining the intimate and even intrusive form of
collaboration required of PDSs has been reported to be a painful challenge
(Brainard, 1989; Theobald, 1991; Lewis, 1992).
It is therefore humbling to note that in spite of the enormous benefits of
PDSs, the challenges that come along with them need to be recognized and dealt
with in order for these programs to reach their fullest potential. In my opinion,
this is when the multicultural and anti-racist perspective outlined in chapter four
has potential relevance although it may seem to complicate issues if it is viewed
either too critically or too literally especially in the case of the Downtown
Elementary School (DES), where we are not just dealing with a PDS program but
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also a magnet program at the same time. The next three sections of this chapters
are a description of DES and its programs.
Downtown Elementary School (DES): The Unique School That Juxtaposes
Both Magnet and PDS Programs
What does it mean to have both magnet and PDS programs operating
simultaneously in the same school as is the case of DES? PDSs, as school
restructuring projects are intertwined with magnet schools' reform activity which
is motivated by the drive to provide equity of opportunity to learn, particularly for
poor, minority and black students in mostly urban areas who are at risk for
various reasons. A PDS program in a predominantly black neighborhood with
black majority student population such as Downtown Elementary School - DES,
(pseudonym for the school that was studied) can be viewed as one with multiple
complementary benefits because it not only provides the "needy" student with the
benefit of the presence of the best teachers qualified to be "teachers of teachers",
but also ensures that new teachers develop the skills and knowledge they need to
be effective in the most challenging settings. It may however be counter-argued
that magnet schools are so different from the typical predominantly black
majority schools and may not provide the teacher with the realistic picture of the
challenges out there. Additionally, the focus on professionalism in PDSs may
impede the innovative aspect required of every reform including that of the
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magnet program. Therefore, the two programs are alike in some ways and
different in other ways; they support each other and are supported by one another
and yet there are instances when the focus of one may impede the progress of the
other.
Moreover, as reviewed in the various writings, social difference plays an
important role in the idea of, and rationale for, and function of both programs.
Issues of race, socio-economic background, issues of power and gender, the
meaning of knowledge, ownership of knowledge, the relationship between
knowledge, race, class, gender, power, and the ownership of knowledge have
been brought up in the above reviews and discussions on the programs. For
example, one of the reasons why these programs have been instituted is because
of the recognition that too many of America's children are not learning and that
what they are learning is not enough. The magnet schools are especially meant to
make room for those who are not learning or not learnIng enough. However, the
critique in me wonders who the actual beneficiaries of these projects are and if
every participant can be described as a winner?
In the case of the PDSs, for example, power is said to be equally
distributed and everyone is said to be a winner. However, there is virtually no in-
depth discussion of how one acquires the title of the "best teacher", "teacher of
teachers", novice, mentor, student, etc. How long does one remain in each
position, how do they intersect, how fluid are their duties, responsibilities in
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relation to power and authority? Whose voices are the loudest and where is the
voice of the voiceless? In other words, how else may all these issues be viewed, is
there another lense through which to critique, appreciate or review magnet and
professional development schools? All these questions and several others are the
foci of the chapter four, which is a theoretical reflection on the issues at stake.
The subsequent sections of the current chapter will deal with the real life
situation: how are these issues confronted, eliminated (or better still, are they
real?) in the case of DES, a school in which magnet programs are in operation.
Do the unique problems of each program become exacerbated or do they tend to
cancel out and result in solutions. An ethnography of DES was carried out in an
effort to answer some of these questions.
An Outline ofthe Magnet Program at DES
Prior to the building of DES, there was a school at almost the same
location that was virtually fully segregated. The climate at the time is said to have
been one that was full of racial tension. The school population was entirely white
with only approximately a dozen blacks. The politics of and the need for racial
integration were at their peak and the white parents disliked the idea of having the
school integrated. However, the city was expanding and adjusting to major
population shifts that occurred as part of the racial integration of homes and
businesses in the 1960s. As many blacks were forced to relocate and go further
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east, there was white flight in resistance to integration. That is, whites left their
places of residence for different locations in the suburbs of the city in order to
avoid being neighbors to blacks who were now at liberty to live in any location of
their choice.
The racial make-up of the population of the area now served by DES
changed significantly from majority white to majority black. The virtually
"almost all white" school that existed then, was replaced by an "almost all black",
low socio-economic population school. The integration solution was to build a
school that would attract white parents to enroll children there in spite of its
location and the racial composition of the majority of the student population and
hence, promote the Civil Rights movement efforts to integrate schools. The
extreme poverty of the community made it possible to attract Title I funds for
that purpose, but not without the efforts of some of the community's activists. As
a very active member of the School Board, one of the activists together with
others worked hard to ensure the best for the children of this low-income
community. She had to literally cry for the land where the school sits. She stood
up against the entire School Board refusing to settle for the less valuable site
which had already been selected. As the only Black woman on the school board,
she had to remain strong and firm and never gave in until the other board
members agreed to spend the extra $2000 per acre to put the school at its present
site on a hill. Prior to that, all other schools that had predominantly black students
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were built on cheap low-lying lands or in valleys. DES was built in 1972 because
the school in this locality burned, and there was no way the school could be re-
built.
Some of the reasons for making it a magnet school include desegregation,
innovation, and programs for diverse student bodies. In earlier studies done by
some of the interns of the school, it was indicated that magnet schools were meant
to serve as one of the good faith segregation plans that has the opportunities to
increase the achievement of their students, promote racial harmony in the
classroom and the community, experiment with innovative education reforms,
and integrated housing patterns. Quoting Amor (1980), they indicated that "An
unsuccessful desegregation plan can desegregate students within the schools,
cling to established ways of teaching, speed neighborhood, and foster interracial
tensions within a desegregated school". (pp. 73).
As mentioned earlier, DES is a school in a predominately black inner city
and was meant to attract white-middle class students. These schools can either be
part of voluntary desegregation or a mandatory plan. The mandatory plans are
used to avoid "white flight" i.e the escape of whites from predominantly black
neighborhoods. Armor (1980: 188) also states that support for voluntary
desegregation is strong among both white people and minorities.
Of late, the school has been infused with a lot of technology and the
county school system has set priorities for the magnet schools to ensure that they
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function as they were meant to do. Hence the school is not only big but well
equipped with modem technology.
There are magnet buses that bring the children to school everyday, some
parents walk their children to the school and the community has a few whites and
it seems to be a middle-class community.
An Outline ofthe PDS Program at DES
In writing about the school and its PDS program, the most detailed
discussion on the subject was generated through my interview with one of the
university administrative staff about his interest in the PDSs and their impact on
teacher education, school improvement in the County and DES. Most of the
information in this section is based on that interview.
I was PDS work has been a focus for the College of Education at that
University for probably the last ten years. And it's an idea that was developed out
of a national reform group called The Holmes Group. And the Holmes Group and
some of its original publications in the mid to late 1980's, actually, were the first
group to use the phrase "professional development schools" or use the label of
professional development schools. The concept that they enunciated is still the
model that College of Education and DES follow.
It was probably around the late eighties, early nineties that someone from
the College of Education began to talk to some of the local schools about
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establishing a PDS and eventually a PDS network. This individual started by
talking with some people in the County schools-some of the administration
connected downtown with the County. At about that same time, the then
superintendent of one of the neighboring school systems came to him to discuss
interest in professional development schools for he had read some literature about
professional development schools and volunteered that he would like this school
system to be the first PDS to get started. So the College of Education jumped at
that chance and signed an agreement with the said school in either 1992 or 1993
and the first professional development school at this elementary school was
organized.
The Dean of the College of Education at that time and one of the
administrative staff went before the School Board and talked about the concept
and got an official board endorsement so they could label this Elementary School
as a professional development school. They organized a council of teachers and
parents with one representative-a faculty member from the college who became
known as the site coordinator. Each PDS has a site coordinator (someone who
serves as a link between the university and the school and the school system). The
faculty member I interviewed served as a site coordinator at DES for four or five
years after that. Thus, DES also has a faculty member from the University as its
PDS Coordinator.
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A PDS is supposed to be a special school where teacher training-teacher
preparation is the key focus and that the university and the school system agree on
the teacher preparation process and agree about how interns are going to be
placed in the school and what kinds of things they'll do as part of their training
program. This meets one of the goals of professional development schools as
outlined by the Homes Group-the original conception of PDS-namely to be a
program and venture that focuses on teacher preparation. Secondly PDS focuses
on continued professional development for the teachers who are in the PDS in the
school. And the idea was that everyone in the school is considered a leamer,
including not only the students, not only the interns, but the teachers of the school
and the university personnel who happen to work there. So, everybody is
supposed to work together to improve teaching and learning in the PDS. And that
is why DES is considered a learning community of various different parties.
A third goal is to do some research on new practices-new teaching
practices and new organizational structures or different organizational structures.
And the school and the university make a commitment to essentially conduct
some inquiry projects into different practices. Then fourth and probably the
overarching goal of a PDS-and one that, oftentimes, receives the least attention
but is by far the most important-is that of the overall achievement of the
students in that school. It is important that the students at the PDS be the ultimate
beneficiaries of the collective effort and that there is improved academic
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perfonnance of students as a result of the different teams working together.
There are now about twelve to fifteen PDSs scattered across three or four
different school systems. The first priority for the University of Tennessee is to
use the PDSs as a way of improving the approach to education of teachers and
that of DES and the other PDSs is to gain first hand research findings and theories
in the field of education. This confonns with the findings of the case studies
mentioned in the literature review in an earlier chapter.
As mentioned in the literature review, one of principal disadvantages for
most colleges and schools that try to work together is a lack of funds. Also there
is not an appropriate source of money in the regular college budget to support
PDS activities. There is usually, therefore, the need to look for grants and
additional funding or make a special plea for funding within the college budget.
DES and the College of Education were able to get access to some additional
funds over the years to support PDS activities. However, at present, the sources of
money are diminishing rapidly. Thus the problem of financial support continues
to be the major problem for most PDSs as was revealed in the literature review
about other PDSs. DES however, is proud of having both magnet and PDS
programs in the school and chooses to focus on the advantages and not the
challenges. But as an outsider, and a student of Cultural Studies interested in
issues of equity and social justice, I wonder how else these programs may be
viewed in order to give social justice and social difference the attention and
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emphasis I strongly believe they deserve. In the next chapter I attempt to do this
by re-examining the (magnet and PDS programs) through the lens of
multiculturalism and anti-racism.
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CHAPTER IV
A RE-EXAMINATION OF MAGNET AND PROFESSIONAL
DEVELOPMENT SCHOOLS THROUGH MULTICULTURALISM AND
ANTI-RACISM
In the previous two chapters a review of some literature on magnet and
professional development programs showed that, although there are a lot of
benefits and a lot of good intentions behind the rationale for both programs, there
are also several challenges and short-comings associated with both programs. For
instance, issues of social difference (race, class and gender) and social justice are
implied but not sufficiently and explicitly examined in the actual context of
magnet and PDS school models. This chapter, which covers the third phase of the
dissertation, undertakes a second and critical look at the discourse on magnet and
PDS programs by exploring how we might begin to explicitly engage issues of
social difference and social justice through the dual lens of two conceptual
frameworks, namely multiculturalism and anti-racism.
The chapter addresses each approach and concludes with a
recommendation of critical multiculturalism as most appropriate tool of analysis.
In the first and second sections, I provide an overview of the two respective
concepts: multiculturalism and anti-racism. In the third section, I put forward an
analysis of how the concepts intersect and interrelate in their ideological
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underpinnings and in their engagement with issues of social difference and
critique of school reform policies. Finally, I conclude with a critical examination
of PDSs and magnet schools from the point of view of critical multiculturalism.
What are the other angles from which one may approach the dynamics of having,
in the same school, two programs that may be contradictory and yet
complimentary at times? Who are the true beneficiaries of these programs and
why? Is everyone actually a winner in the PDSs as some of the developers and
proponents claimed? Could there possibly be losers and might there be ways in
which the programs may not be serving certain community members best? How
else may the issues of gender, race, class, social difference in general, be viewed?
As I reflect on some of these questions, two concepts (i.e. multiculturalism and
anti-racism come to mind) and appear to considerable promise in terms of
providing a lens and theoretical framework through which one may critique the
issues at stake.
Multiculturalism is sometimes viewed as a cunicular and pedagogical
movement of the late 1960s that sought to increase educational equality through
the process of incorporating the values and interests of diverse ethnic groups.
There are "several distinct approaches to multicultural education and together
they constitute a range of cunicular, pedagogical, and social justice perspectives,
each with different political, social, and economic goals" (Vincent, 1992: 1).
According to Vincent (1992), multiculturalism, in one sense, deals with issues of
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school desegregation "in order to improve minority chances in schooling and
employment (Banks, 1985, 1987),"( p. 2). Anti-racism is an approach that focuses
on the issues of social justice and inequality and argues for the need to focus not
only on curriculum and the classroom but the need to examine social inequality in
the context of the entire society rather than limit it to culture. The biggest
argument for anti-racism is about the inadequacies of some variants of
multiculturalism (e.g. liberal multiculturalism) to address race and racism as
central issues.
The discourses of multiculturalism and anti-racism, constitute an
appropriate platform from which to take a second and critical look at magnet
schools and PDSs because they not only share the same educational improvement
and equity goals with magnet and PDSs, but also focus on social justice, the wider
social, political and economic influences of schooling, on racism as well as
gender and socio-economic inequality. In the next four sections of this chapter,
multiculturalism and anti-racism will serve as a forum for me to critically
examine gender, class and race (social difference) issues in the context of magnet
and PDS educational reform programs.
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Multiculturalism: An Overview
As Goldberg (1994) rightly spells out in the 1990s
"for almost two decades now, as a concept
and ideology has been both championed and
maligned, both idealized and dismissed as
pedagogical instrument and political
purpose ... The multicultural condition,
perhaps not unlike the condition of
postmodemity, nevertheless cannot be
reductively defined."(l994: 1).
There are in fact several varieties of . The concept is sometimes referred
to as everything and nothing at the same time. Hence, a phenomenological
description of the variant of multicultralism in a specific situation, its conditions
of possibility, description of its characteristic modes of expression and historical
transition is a necessary point of departure in the analyses of this concept and
what it has to offer (Goldberg 1994). Broadly speaking, in its various forms may
be viewed as " ... an intellectual paradigm, or philosophical episteme,
pedagogical framework ... radical critique (Goldberg 1994: 1)." The version in
question here may be referred to as a pedagogical framework and radical critique
of social phenomena.
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is conceived and operationalized differently in many parts of the world,
including the United States, Canada, the United Kingdom, New Zealand and
Australia, depending on the historical beginning and its goals in each case. Also,
in each of these countries various forms of have been developed along a political
spectrum as they each experienced immigration and various movements of racial
and gender awareness that forced them to reconsider how they define society and
social institutions characterized by socio-cultural diversity.
In the case of North America, multicultralismlmulticultural education has
a longer history in Canada than in the United States. In 1971, a national policy on
multicultralism was introduced in Canada by Prime Minister Pierre Trudeau.
Trudeau criticized the existing policy which was based on assimilationist
ideology and called for a Canadian society that was proud of its multicultural
diversity. He emphatically stated,
There cannot be one cultural policy for
Canadians of British and French origins and
one for aboriginal people and yet a third for
all the others. For although there are two
official languages there is no official
culture, nor does any ethnic group take
precedence over any other. No citizen or
group of citizens is other than Canadian, and
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all should be treated fairly. (Trudeau, 191: 1;
quoted in Ng et al. 1995:3).
From being a state policy, multiculturalism became a law in 1988 and has
since been a major part of the educational agenda. Beginning in the 1970s, the
concept has been either part of a rhetoric or reality, while generating great debate,
controversy and confusion, while having a great impact on educational reform in
Canada. Thus, multicultural education in Canada is a government policy.
In the United States, multicultural education is not a government policy.
Nevertheless, it has been one of the powerful educational slogans and approaches
since thel990s. According to Cameron McCarthy (1995),
... multicultural education emerged in the
United States, in part as a minority response
to the failure of compensatory education
programs launched by the Kennedy and
Johnson administrations in the 1960s.
Multicultural education is therefore a
product of a particular historical conjecture
of relations among the state, contending
racial minority groups, and policy
intellectuals in the United States, in which
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the discourse over schools became
increasingly racialized (p. 21).
Furthermore, it was in the 1960s that the minorities of American society
focused their demands for equality through educational opportunities that were
their rightful benefits as citizens of America. To illustrate what was going on at
the time, it is important to quote McCarthy (1995) again. In the 1960s,
... minority challenges focused centrally on
educational opportunity as well as the very
construction of what was good knowledge in
the school curriculum. When school critics
influenced by Latino and African-American
organizations such as SNCC (the Student
Non-violent Coordinating Committee)
began to draw attention to the racial
exclusion of minority history from the
textbooks used in schools, a whole new
avenue of curriculum and pedagogical
critique opened up - one that called attention
to the way in which the organization of the
school curriculum reproduced inequality in
society by de-legitimizing the culture,
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history, and language of minority groups.
Minority school critics maintained that
existing cuniculum and pedagogical
practices helped to foster a highly racially
selective tradition that valorized white,
middle-class values (sometimes referred to
the assimilationist model of education).
These critics therefore sought to emphasize
the way in which U.S. schooling itself
constituted a racial order. Hence, the
"racialized" of debates over the organization
of schooling (p. 43-44).
As far as its past and roots are concerned, multicultural education
consisted of a series of reform proposals aimed at preserving the cultural heritage
of individual groups and the clamor for equality and social justice in a society
where all cultural groups are appreciated and coexist side by side. This is based
on the assumption that society is made up of a that is divided into, with a
guiding principle of cultural inclusiveness. Since groups are usually protective of
their heritage, the need and demand for multicultural education may not only be a
contemporary phenomenon but also historical (Webster 1997). According to him,
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Some historians, therefore, trace its
[multicultural education] origins beyond the
culture-ferment in the 1920's
assimilationist-pluralist debates over the
place of cultures in schools.... Nathan
Glazer [1995] notes links between the
renaissance of contemporary disputes over
multicultural education and the school wars
of the 1840s, and concludes that
multicultural education represents "a new
word for an old problem." Glazer indicates
that one reason for the abiding disputes over
multicultural education is the recognition by
all sides that how children are taught has
consequences for their identities, intellectual
development, and social mobility (Webster,
1997, p.15).
From a historical point of view, therefore, societies are de facto
multicultural but as it is conceptualized in its present form represents a policy,
theory, and a response to the decentralization of power and focusing on issues
such as white privilege and monoculturalism and beyond.
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It is therefore not surprising that the emergence of and its emphasis on cultural
diversity is a response to the history of conflict, resistance, accommodation,
integration, and transformation in society. Due to the number if interest groups
that seem to share and advocate or critiqued its aspirations and demand, has been
defined, and reinterpreted several times since its inception (Goldberg, 1995).
Thus, "Broadly conceived, is critical of and resistant to the necessarily reductive
imperatives of monocultural assimilation. But this critical realignment assumes
multiple forms. (Goldberg 1995, p. 7).
For example, Peter Caws (1995) portrays as a concept that may be used to
describe or in reference to the different cultures (inter- and intra-nationally) of the
world. Charles Taylor (1995) on the other hand, describes the process and
principles that lead to the ranking of different cultures in a multicultural society.
On a similar note, Peter McLaren (1995) differentiates between conservative,
(left-)liberal, and critical as being the different kinds of. Adding a historical
richness to McLaren's distinctions, Cedric Robinson made a serious criticism of
the social sciences. He asserts that the formation of the Western tradition of
knowledge formation has always been influenced by multicultural heritage which
in the past only served the interests of those who commanded ethnoracial power.
'Thus, what Robinson identifies as "premodern" and modernist" s served
dominant and exclusionary interests. Their prevailing and once hegemonic forms
only now are being challenged by "anti(post)modernist ", (Goldberg, 1995, p. 7).
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There are therefore different kinds of s that may be viewed as existing
along continuum. On one extreme end of the continuum are managed s- referred
to by the Chicago Cultural Studies Group (1995) as "corporate" and identified-by
Terence Turner (1995) as "difference". s of these kind are affiliated with
multinational corporations and an academic and philosophical orientation which
according to Michele Wallace (1995) are not interested in redistribution of power
or resources. In this case, s celebrate pluralism while assuming that group
difference and distinctions cannot be altered. and cultural diversity play an
administrative role of minimizing resistance and transformation that may result in
economic change for the better of all. Thus, one important characteristic feature
shared by difference and corporate is the fact that difference is used for
corporate interests and power is not challenged. Additionally, difference is merely
managed and not used to bring about social change and social justice in society
(Goldberg 1995).
Other forms of , liberal, left-liberal, and critical, are rooted in more
progressive conceptions of freedom and justice. Liberal asserts that natural
equality exists among whites, among African-Americans, Latinos, Asians, and
other racial populations, there is an existence of a natural equality based on the
fact that all races are intellectually the same and possess the same abilities to
equally compete in a capitalist society. According to liberal, the absence of
equality in the United States is not due to "cultural deprivation among blacks and
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Latinos but rather due to lack of social and educational opportunities that make it
impossible for everyone to compete equally in the capitalist market place". This
view therefore sanctions "ethnocentric" norms that are identified with "Anglo-
American cultural-political communities" (McLaren 1995:51).
Left-liberal, on the other hand, emphasizes cultural differences and
suggest that equality of races should not over-stressed at the expense of the
cultural differences between races that account for "different behaviors, values,
attitudes, cognitive styles, and social patterns". This viewpoint tends to exoticize
"otherness" while down-playing the importance of history, culture, and power.
"Left-liberal ", therefore, "treats difference as an "essence" that exists
independent of history, culture, and power" (McLaren 1995:52). However, how
do we explain the relationship between slave trade, racism, poverty, white
privilege, the male patriarchy system and the control of political power by one
dominant group to almost a complete exclusion of "others"?
Of all the forms of , which by the way, reflect the values and assumptions
of those who construct them, critical seems to be worthy of special attention
because it deals with issues of justice, social difference and social change as they
relate to the pedagogical (issues that are considered crucial in the design and
execution of both magnet schools and PDSs). Advocates of critical of make no
pretense of neutrality. I do concur with Peter McLaren's (1995) perspective of
critical as:
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· .. representations of race, class, gender are
understood as the result of a larger social
struggles over signs and meaning (...)
Residence [critical] doesn't see diversity
itself as a goal, but rather argues that
diversity must be affirmed within a politics
of cultural criticism and commitment to
social justice. (...) Difference is always a
product of history, culture, power, and
ideology. (...). Critical interrogates the
construction of difference and identity in
relation to radical politics .... (p. 52 -53).
hus unlike most theoretical approaches, critical theorists expose their
values and openly work to achieve them. Kincheloe and Steinberg (1997) have
described these values so eloquently and in such detail that it is worth quoting
them at some length:
1. Critical multiculturalists are
therefore dedicated to the notion of
egalitarianism and the elimination of human
suffering. What is the relationship between
social inequality and the suffering that
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accompanies it and the schooling process?
The search for an answer to this question
shapes the activities of the critical teacher.
Working in solidarity with subordinate and
marginalized groups, critical
multiculturalists attempt to expose the subtle
and often hidden educational processes that
privilege the already affluent and undermine
the efforts of the poor. When Western
schooling is viewed from this perspective,
the naive belief that such education provides
consistent socio-economic mobility for
working-class and non-white students
disintegrates. Indeed, the notion that
education simply provides a politically
neutral set of skills and an objective body of
knowledge also collapses. This appreciation
that both cultural pedagogy and schooling
don't operate as neutral ideologically
innocent activities is central to a critical
theory grounded form of. When this
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historical critical theoretical base is
submitted to an analysis by recent
innovations in social theory shaped by
feminists, critical race theorists, advocates
of cultural studies and postmodemist and
poststructuralist scholars the grounding of
the notion of how critical may serve as an
analytical tool in the analysis of the
discourse on magnet schools and PDSs is
further revealed. (Kincheloe & Steinberg,
1997, p. 24).
For critical multiculturalists like McLaren, Steinberg and Kincheloe, IS
used not just in relation to race and to other categories of diversity as well as
cultural practices of different groups, but also in relation to how racism, sexism
and class and economic bias and how they affect education and political
privileges of different groups in society with an emphasis on social change and
social justice. Kincheloe and Steinberg (1997) rightly indicate that, " is a term of
derision, deployed to represent a variety of challenges to the traditional European
and male orientation of the educational canon." (Kincheloe and Steinberg
1997:xi). Hence, issues of social difference (i.e. race, gender, social class) as
viewed in and anti-racism, have some crucial implications for educational reform
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programs such as magnet schools and PDSs. We shall return to this in another
section of the chapter. For now however, let us take a look at the second concept
mentioned, namely anti-racism.
Anti-racism: An Overview
The theory and practice of anti-racism education, as George J. Sefa Dei
(1996) puts it,
... is a proactive, process-oriented approach
to helping educators and students negotiate
and gain an insight into the racial and
ethnocultural differences they may bring to
the classroom. Anti-racism education has a
rich theoretical base, and an everyday
practical grounding for educators who wish
to both understand and engage issues of
racial and ethnocultural differences in their
classrooms (p. 9).
According to Cheng and Soudack (1994), a review of the current literature
from Canada, the United States and Britain shows that different terminologies
have been used to label the concept anti-racism. Cheng and Soudack summarize
the "underlying assumptions implicit in this concept as articulated by various
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authors (Thomas, 1984; Lee, 1985; Brandt, 1986; National Union of Teachers,
1989; OSSTF, 1991; Allingham, 1992; Endicott and Mukherjee 1992; Epstein,
1993)" as follows: racism is structural and institutional, not just an expression of
individual bigotry;
• racism is caused by concrete historical, social, cultural,
political and economic factors which result in the unequal
distribution of rights and privileges among all people in our
society;
• racism is defined by its effects (rather than its intent) which
result in ethnic minority groups being disadvantaged in
many areas of their lives; racism exists in the education
system because it exists in society;
• racism has an impact on all children and is often believed
to be linked to the underachievement of ethnic minority
students;
• schools are accountable for addressing the academic
inequity of opportunities and outcomes for racial minority
students;
• schools, as agencies of 'socialization' and 'cultural
transmission' can make a difference: they can produce,
reproduce and transmit racism, but they can also dismantle
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racism through appropriate policies, curriculum, pedagogy,
and climate;
• racism is learned and therefore can be unlearned;
• the dismantling of racism involves both individual and
collective action to address individual attitudes and
prejudice as well as institutional and structural
discrimination (Cheng and Soudack, 1994, p. 4).
From the above, therefore, the conception of anti-racism generally
emphasizes race and racism with little reference to culture and social difference.
This scope has been broadened by critical anti-racist theorists to include issues of
culture, power and justice in the educational system. As George J. Sefa Dei
(1996) so eloquently puts it,
· .. the theory and practice of anti -racism
education, ... is a proactive, process-
oriented approach to helping educators and
students negotiate and gain insight into the
racial and ethnocultural differences they
bring to the classroom. Anti-racism
education has a rich theoretical base, and an
everyday practical grounding for educators
who wish to both understand and engage
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issues of racial and ethnocultural difference
in their class rooms. It is also about
investigating and changing how schools deal
with issues of White privilege and power-
sharing (p. 9).
Also noteworthy is the fact that anti-racist education emphasizes the vital
importance of a commitment to both equity and academic excellence for all
students. Anti-racist education is therefore quality education, good education that
exemplifies sound educational principles which will prepare allleamers to live in
the global village. Anti-racist theorists would therefore tend to look on magnet
and PDS programs as steps in the right direction toward attaining a non-racist
egalitarian world through education because of the commitments these programs
make to quality and equal educational opportunity to all children.
However, making race the central issue, in my opinion, does not broaden
the focus enough to cover gender and socio-economic issues such as the
feminization of the teaching profession and how that plays out in the PDSs, how
girls are still short-changed at our schools; the connection between a child's
socio-economic background and their access to magnet schools, etc. These are all
complex issues that are so interrelated that they can only be properly appreciated
in their entirety as an intricate web or puzzle that can only begin to make sense
under the scrutiny of the lenses of both anti-racists and multiculturalists.
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Consequently, in what is being described as critical anti-racism, the
discourse has increasingly come to include a critique of the "interlocking systems
of oppression in society and [has come] to work towards comprehensive social
justice" (Dei, 1996:6). From this standpoint, anti-racism confronts the
interrelation between class, gender, religion and language differences with racism
in our society. As far as educators are concerned, this kind of anti-racist
education, in a broad sense, has to embrace challenges against any "systemic
barriers which marginalize groups of people. It includes globally-based school
curriculum, system-wide equity programs, and the analysis of social systems and
their relationship to power ... [It] seeks to empower individuals to maximize
participation in society through non-sexistlnon-racist educational strategies at all
levels throughout the education" (OSSTF, 1991:133, quoted in Cheng and
Soudack, 1994:4). This sounds more or less like a radical version of - critical -
and it probably is. The next section is an elaboration on some of the
commonalities between and anti-racism in relation to school reform programs.
Multiculturalist and Anti-racist Education: Some Commonalities
How then can anti-racism assist theorists and practitioners involved in
magnet programs where different groups of people, different races come together
to learn and teach, interact and research and work for social change? Does anti-
racism have a bearing on ? What do anti-racist education and have to offer as far
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as theorizing on racism, gender and socio-economic difference in the context of
our two types of school reform: i.e. magnet and professional development
schools?
Briefly, anti-racism seems to concretize, and attempts to offer ways of
realizing the ideals of . For instance, seeks to expose, recognize and
appreciate/analyze cultural, racial differences, and anti-racism seeks to provide a
way in which these differences may be understood and negotiated. Anti-racist
education is often considered one of the functions of multicultural education
(Wilson, 1991). Additionally, Vincent's (1992) review of Troyna and William's
(1986) work indicates that "anti-racist education is a separate and self-claimed
more radical school of thought that argues that recognizing and removing racism
from schooling must be the most viable reform agenda in schooling" (Vincent
1992:8). Anti-racist approaches seem to be more confrontational and this may be
due to the fact that although there is an existence of a wide continuum of
commitment to political action in multicultural approaches, only one form of
may be able to stand the test of anti-racism. For instance, multicultural education
may not live up to the ideological expectations of anti-racism and yet in it's own,
it represents enough ideological and reform agenda that might just well pose as a
threat to the status quo. "[Critical] multicultural education has progressively
become a site for reform agendas in curriculum and practice for numerous groups.
Issues ofracism, sexism, handicapism [sic] and recently sexual orientation have
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all become significant" (Vincent, 1992:9).
According to Vincent (1992), multicultural education and anti-racist
education are not two incommensurable approaches to inequality in schooling;
rather, the two approaches are closely related. In a literature review, Vincent
(1992) indicated that both multicultural education and anti-racist education are
firmly connected in their commitment to work for reform, equity, and social
justice and that "an alliance between anti-racist educators and multicultural
educators seems not only natural but essential to the continuing growth of the
field" (1992:31). Vincent (1992) also mentioned that from his review of various
writers, there is actually, evidence that some multicultural approaches consider
anti-racist education to be a defining component of their programs.
Another example is Sleeter's (1991) edited volume, Empowerment
through Multicultural Education. Vincent (1992), rightly describes the cases in
this volume as
the Freirian vision of empowerment filtered
through the writings of Giroux (1983, 1988)
and McLaren (1989) constitutes the ethical,
theoretical, and practical underpinning for
the case studies and essays presented in this
volume. These case studies describe ability
grouping, knowledge selection, gender
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stereotyping ( to name a few) and implicate
the whole school environment in the
maintenance of inequality" Vincent
(1992:15)
Such approaches may prove to be more appropriate, both at the practical
and theoretical levels, tools for taking a second look at magnet and professional
development programs. In the next section, referring to them (the approaches and
their underlying principles) broadly as critical multicultural education, these kinds
of emancipatory approaches to multicultural education set the stage for a critical
examination of power and issues of social difference in the contexts of magnet
and professional development school programs.
A Critical Multiculturalist View of PDS and Magnet Programs
School reform efforts have been both informed and complicated by the
historical and intricate relationship between race, gender, class, power and sexual
preference issues in this nation and in the world for that matter. It is no more an
issue of segregation and/or desegregation, separate but equal, integration, equality
and/or excellence; neither is it as simplistic as an issue of sexism and/or racism,
cultural domination, ethnocentrism, Eurocentric imperialism, ethnocentric
diversity, homophobia, etc., but a combination of all the above delicate and
sensiti ve issues.
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As George Sefa Dei (1996), clearly spells out:
... everyday in North America, educators
walk into classrooms which are profoundly
different from those they attended when
they were children. For some teachers it is
as if they experienced learning as children
and young adults in a different universe
from that experienced by the children they
teach. No matter what a teacher's social
location might be in terms of race, ethnicity,
class and gender, that educator is most likely
interacting on a daily basis with learners
with backgrounds and experiences different
from his or her own. (1996:9).
That is to say, students and people around the world are becoming more and more
aware and concerned about interacting with others of a different background and
about issues around race, class, gender and ethnicity. Parents, teachers, staff,
cafeteria workers, janitors, administrators and counselors all have a role and
responsibility in our increasing world of racial and ethnic diversity and each one
of them may have a different way of dealing with racial slurs, sexist commends
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and name calling because a student looks different. The way some adults deal
with these issues is,
by attempting to "keep difference from
being explosive." One way they do this is by
attempting to ignore and erase the
differences which students bring to the
classroom. However, increasing numbers of
educators and administrators are tending to
more equitably address racial and
ethnocultural differences which students
bring to the schools. But is what is currently
being done enough? [This is where
multicultural and] anti-racism education
[with their] has a rich theoretical base, and
everyday practical grounding for educators
who wish to both understand and engage
issues of racial and ethnocultural difference
in their classrooms [come in handy]. Our
attention is also drawn to the need for
investigating and changing how schools deal
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with issues of White privilege and power-
sharing. (Dei 1996:9).
How are issues of "'Whiteness" dealt with in schools with majority black
students and minority white students? What does it mean to be "white?" In the
contemporary world such as the one we live in, the work of teachers is
particularly more complicated and difficult than ever. They not only have to teach
their subject matter but also carefully consider the way to present it such that their
students would grow up "to be able to engage positively, negotiate fairly, and
intellectually come to understand 'difference' in their classrooms"(Dei, 1996: 10)
and in society as a whole. Of course, this cannot be done single handedly by
teachers without the support of the rest of society and the education system and
with some guidance from some theoretical and practical grounding.
Education has always been more than a theoretical discourse or abstract
set of propositions. There is the need for a commitment to political and academic
education social change. All education involves social and political relations.
Multicultural and anti-racism education is no exception. Therefore, unless
multicultural and anti-racism education is integrated with family life, home,
schools and the various communities in which we live and work, the best we can
hope for is a fragmented and/or stagnated top-down approach to social change
and school reform.
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I have had the chance to work with and study at several public schools
lately and the experience has been humbling and an eye opener. I have often
stopped to reflect on the intersection between theory and practice - praxis;
sometimes the issues are a lot clearer, other times, conflicting, and on yet, other
occasions, very confusing, if not ridiculous and outrageous (especially when one
imagines how one would have reacted based on the knowledge of theory to the
exclusion of that of practice or vice versa). How would practical knowledge
benefit from theoretical principles? It is only through a praxis approach that they
can become valuable to students, teachers and other practitioners. Although I
have not lost my sympathy for the enormous burden that confronts teachers and
the school system, I have come to believe that it is not an impossible task. My
admiration for public school teachers is higher than ever, and I have a deep and
abiding appreciation of how invaluable an asset they are to every nation. In order
to attain praxis and to be better educators, we need to bring practical and
theoretical knowledge together in our attempts to reform schools and teacher
education.
A review of various writings in chapter three, shows that social difference
plays an important role in the idea of, and rationale for, and function of both
magnet and PDS programs. Issues of race, socio-economic background, issues of
power and gender, the meaning of knowledge, ownership of knowledge, the
relationship between knowledge, race, class, gender, power, and the ownership of
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knowledge have been brought up in the above reviews and discussions on the
programs. For example, one of the reasons why these programs have been
instituted is because of the recognition that too many of America's children are
not learning and that what they are learning is not enough. Magnet schools
especially are meant to provide or make room for those who are most likely not to
be learning or not learning enough. However, the critical researcher in me
questions, who are the ones actually learning because of the existence of magnet
and PDSs programs; who are the actual beneficiaries of these projects? In order
for any of these programs to reach full potential and attain their goals, I would
argue that they would need to incorporate in them principles and aspects of
critical.
Critical may be described as
a perspective from which representations of
race, class, and gender are understood as the
result of larger social struggles over signs
and meanings and in this way emphasizes
not simply the textual play or metaphorical
displacement as a form of resistence ... but
stresses the central task of transforming the
social, cultural, and institutional relations in
98
which meanings are generated (McLaren,
1994:53).
McLaren continues two pages later,
The liberal and conservative positions on
culture also assumes that justice already
exists and needs only to be evenly
apportioned. However, both teachers and
students need to realize that justice does not
already exist simply because laws exist.
Justice needs to be continually created, and
constantly struggled for. ... Do teachers and
cultural workers have access to a language
that allows them sufficiently to critique and
transform existing social and cultural
practices that are defended by liberals and
conservatives as unifyingly democratic?
(1994:55).
A similar question may be posed if we take a second look at magnet and
PDS programs. In the case of the PDSs, for example, power is said to be equally
distributed and everyone is said to be a winner. However, there is virtually no in-
depth discussion of how one acquires the title of the "best teacher", "teacher of
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teachers", novice, mentor, student, etc. How long does one remain in each
position, how do they intersect, how fluid are their duties, responsibilities in
relation to power and authority? Whose voices are the loudest and where is the
voice of the voiceless? here is virtually no in-depth discussion of how one
acquires the title of the "best What kind of hegemonic relationships are being
developed between mentor teachers and preservice teachers; between teachers
and University staff and professors, etc? In other words, how else may all these
issues be viewed, is there another lens through which to critique, appreciate or
review magnet and professional development schools?
A critical multiculturalist approach will mean a break down of false
barriers between theory and practice making possible for the University
professors and school teachers to research together and allow theory to inform
and feed off practice and vice versa in the production of praxis. Some of the
writings revealed that at the PDS sites, the University was still viewed as the
authentic and exclusive site that produces theoretical knowledge and innovation,
and the school the authentic exclusive site for practice and implementation.
As far as critical is concerned, there is no room for this kind of myth that
the University is a site for serious research and knowledge to exist among
educationists. The PDS program is an ideal site for the multiculturalists to reach
their full potentials by constantly engaging in research, brainstorming on their
strategies and challenging the meaning of knowledge in general in both the
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university and school settings. Through critical, the mainstream, hegemonic
nature of what is considered knowledge is challenged.
Are girls getting as much attention as boys? How are the children of
different sexes, races, ethnicities and cultures treating each other? A critical
multiculturalist will make sure that all students are treated equally and will allow
the use of any racial slurs in the classroom or the playground. The dolls that are in
the class are not just one kind but of different races and the children spend the
same amount of time on the computers, with the dolls and on blocks, etc. The
multicultural teacher is constantly confronting her/his biases and never claiming
to be neutral or hiding behind the color blind facade.
As good as it is to have a desegregated school with a strong, innovative
curriculum and lots of technology, I hold that it is not enough when the goal is not
only educational quality but also educational equity. We will need to also overtly
focus on social difference and equity issues. Especially in this age of
cyberterriorism, it is not just a matter of what the children are learning but how
they are learning. The practical implications of multicultural, anti-racist
combined, and of critical multicultural in effective and innovative teaching cannot
be overemphasized and neither can the importance of praxis. A teacher's
knowledge of various theories helps her/him to design a way of teaching a
particular subject matter.
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Mock (1988), has rightly observed that, "just because the same material is
presented does not necessarily mean that all the children for whom it is intended
will learn the same thing" (p. 1). The multicultural teacher is not only aware of
her/his students' different cultural background but also their socio-economic
status and the cultural capital that each of them bring to the classroom. Rather
than tracking or ability grouping, it is only by being sensitive to these differences
that an approach may be developed that will be suitable for the different learning
styles of the children. A successful magnet school or PDS would encourage such
strategies.
In sum, although there have been a lot of success stories about magnet
schools and PDSs, there are cases of failure that have to do with the very
innovative nature of these programs. Taking a critical look at these challenges
would lead to more successful PDSs and magnet programs. The benefits far out-
weigh the challenges involved in these innovative approaches to teacher
education and school improvement. This conclusion raises important questions:
how do we confront the challenges of PDSs; what accounts for the success of
some PDSs programs as opposed to the failure of others? What would a study
school that is both a magnet and professional development school look like? How
many of such schools are out there and what can we learn from their experiences?
Although there is enormous literature on each of these two programs, there is
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hardly any on the co-existence of both at the same site and how they impact one
another. These are all issues that need further research and investigation.
For now, however, my ultimate concern is that the emphasis on teacher-
training and the professional development of teachers who are already in service
should not shy away from discussing the complex, exciting, enticing,
embarrassing and sometimes curious, uncomfortable, if not harmful, and
oppressive by products of our highly modernized such as cyber-globalization and
proliferation of the interlintera cultural and racial mixing that is occurring in
today's global village. I also do recognize that school reform is an enormous task
that needs to be shared by alfsectors of the nation, family, church, the
communities we live in, the government, the educational system, and so on. Every
one of us should be able to answer an innocent child's questions such as: Why do
you talk funny? Why are you always special; given all the awards; always
smelling; wearing your hair different . .. ? A frank and open-minded approach, I
hold, is usually best. We all need each other's innovative ideas in designing our
own personalized approaches and we need to take seriously the role of teacher as
co-learner and to learn from the children in the process. How do we learn, share
and enjoy our different similarities and similar differences? It is only a study of a
real life situation that can help us attempt to answer some of these questions - in
this case, an ethnography of a school that is boldly confronts some of these
questions in its magnet and PDS programs.
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The next and fourth phase of the dissertation is an ethnography of
Downtown Elementary School (DES - pseudonym), a school that is both a
magnet and a PDS. In this section of the dissertation I hope to find answers to
some of these questions and to concretize and situate the advances and limitations
of educational programs such as the magnet and PDS programs. Having set the
stage in the third and previous phase of the dissertation, for a textual analysis of
educational reform programs, I try to analyze the findings of the ethnography
through critical in an attempt to give a praxis oriented insight to the DES
experience and how it relates to school improvement and educational reform. This
fourth phase was made possible by a field research of the school and in the next
chapter I describe the research method and process of data collection and
analysis.
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CHAPTER V
METHODOLOGY
This study within the four-phased dissertation is about an urban
elementary school with a predominantly black student population. My major
attraction to the school was its magnet and professional development school
(PDS) programs and the potential they hold individually and in combination for
school improvement in general and improved education under privileged children.
The fact that both PDS and magnet programs were housed in the school made for
a unique situation that was particularly intriguing. It is therefore not surprising
that the study is titled: The Juxtaposition ofMagnet and Professional
Development School (PDS) Programs: One School's Experience.
In the next several sections, I give an overview of ethnography and that of
critical ethnography, the data collection methods I used and how the data were
analyzed. In selecting the methods of data collection, I was inspired by this quote:
"Methods must be selected according to purposes; general claims about
superiority of a technique over another have little force" (Hammersley and
Atkinson 1983:x). In this chapter, I explain why I chose to do an ethnography and
the methods of data collection that I used in the study. As Hammersley and
Atkinson (1983) so eloquently put it:
Once one begins to recognize the
complexity of the scientific enterprise, the
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different functions that research can serve,
and the failings of the single study model,
one is in a better position to appreciate the
contribution that ethnography can make to
social science. It should be clear that we do
not regard ethnography as an 'alternative
paradigm' to experimental, survey, or
documentary research. Rather it is one
method with characteristic advantages and
disadvantages, albeitone whose virtues have
been seriously underestimated by many
social researchers owing to the influence of
positivism (p. 23).
Ethnography: An Overview and Rationale
With the advent and popularity of qualitative research, social science
research has come to be associated with such methodological ideas as the
importance of understanding the perspectives of people under study, and
observing their activities in everyday life, rather than relying solely on accounts
of their behavior or experimental simulations of it. Ethnography is just one of the
many qualitative research approaches available to social scientists.
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For instance, as I reviewed the literature on these programs and began to
reflect more on my preliminary observation of the school, I could not help but
notice the relevance of fieldwork and how appropriate the words of one of the
founding fathers of ethnography are even after almost a century:
Good training in theory, and
acquaintance with its latest results is not
identical with being burdened with
'preconceived ideas'. If a man sets out on an
expedition, determined to prove certain
hypotheses, if he is incapable of changing
his views constantly and casting them off
ungrudgingly under the pressure of
evidence, needless to say his work will be
worthless. But the more problems he brings
with him into the field, the more he is in the
habit of moulding (sic.) his theories
according to the facts and of seeing facts in
their bearing upon theory [what better way
is there to explain the use of praxis in
research than this], the better he is equipped
for the work. Preconceived ideas are
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pernicious in any scientific work, but
foreshadowed problems are the main
endowment of a scientific thinker, and these
problems are first revealed to the observer
by his theoretical studies. (Malinowski
1922:8-9, quoted in Hammersley and
Atkinson 1983:29).
In the preceding four chapters, I laid out what past studies on the topic are,
and the foreshadowed problems as revealed in chapters three and four. In chapter
three especially, we learned from earlier works about some of the advantages and
disadvantages of PDS and magnet school programs. Each of them is relevant in
school improvement (in the case of the magnet schools), through their specialized
programs and (in the case of the PDS program), by making possible and easier for
different ex.perts at different levels of their professional development, with
different talents and specialized theoretical and practical knowledge to come
together and work to improve student achievement and teacher training. We also
learned that in this unique situation of the PDS programs, there can be time
pressure, issues of collegiality and tension that may undermine progress. The
magnet schools are, similarly, bedeviled by (racial) tension, financial issues, not
to mention the fact that although they were initially meant to help the poor and
minority, they rather end up serving the privilege white, rich and middle class
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parents and their children. This is where the need to see empirically what a school
such as the Downtown Elementary School (DES) might show comes in handy.
How else to get a better grip on the issues at stake than to go into the field
and get first hand knowledge about the school? After all, social scientist have
long rejected armchair theorizing in favor of systematic data collection in the
research site.
Various writers including Agar (1980), Fetterman (1989) and Nanda
(1991) have defined ethnography as the written description or depiction of a
people's culture, beliefs, and daily activities. There is agreement among many
social scientists (e.g Fetterman, 1989; Spradley 1980; Hastrup 1992) that an
ethnography is in some cases, a study describing a culture with the central aim of
acquiring an understanding of the native point of view. This study is basically a
study of the culture of a school that is both a magnet and a PDS and as such,
ethnography is a particularly appropriate research approach. Although
ethnography is at the heart of anthropology, it has been and is being used by
scholars and researchers in various other disciplines.
The best way in which to acquire an in-depth knowledge about what was
going on at DES as far as the PDS and magnet programs were concerned was to
become part of the school. Consequently, I have done a type of qualitative
research referred to as an in-depth, step by step ethnography (Fetterman 1998). It
is a long term study in which the researcher immerses herself/himself in the
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community or institution being studied in order to gain a rich and clear
understanding of the cultural processes involved. This is done by observation,
participation and interviewing with an emphasis on face to face interaction and
document collection. The intention is to provide a whole, complete picture of
what is going on. This kind of study is referred to as ethnography, macro-
ethnography or general ethnography.
In addition, I have been inspired by micro-ethnography, a sub-tradition of
ethnography. Micro-ethnography differs from general ethnography in terms of the
scope of investigation. While general ethnography aims at a description of the
whole life-style of the natural setting of a social group, micro-ethnography
focuses on particular cultural scenes within key institutional settings. According
to Erickson and Mohatt (1982), these scenes and settings are selected because of
their salience to people in the community as occasions in which activities occur
whose "outcomes" are crucial in shaping the character of individual and group
life.
In this case, therefore, the study of a classroom is an example of micro-
ethnography in a school setting, a subset of the ethnography of schooling or
anthro-ethnography. Several examples of micro-ethnographic studies of the
classroom can be found in case studies of educational literature. One such
example is H. A. Robinson's (1994) Ethnography ofEmpowennent: The
transfonnative Power ofClassroom Interaction. Although the study is about
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schooling, it is not about the entire school; rather it focuses on three first grade
classrooms. In this study, the author made use of a variety of specific qualitative
methods that resulted in an in-depth ethnographic study. As characteristic of all
ethnographies, participant observation was used to tap into the complexities of
classroom interaction. Robinson (1994) made use of the technique of
triangulation2: she interviewed teachers and some of their children, Video-tapped
classroom sessions, dialogued with teachers through teacher-researcher journals,
had children draw pictures of their classroom experiences, gave the four teachers
self-assessment instruments to fill out, and had two of the teachers make self-
activated tape-recording of an entire day when she was not present (in order to see
how her presence was influencing what was going on at the research site).
I have employed several of these methods in the present study. For example, I
first began with the process of gaining entry and moved to casual observation
before becoming more intrusive through the use of participant observation. When
my presence had become taken-for-granted, and when no one's comfort zone was
being threatened, I embarked on formal and audio-tapped interviews, while
continuing with conversational interviews throughout the study. The use of a
2Hammersley and Atkinson (1983), have this to say about this technique: "the
term 'triangulation' derives from a loose analogy with navigation and surveying.
For someone wanting to locate their position on a map, a single landmark can
only provide the information that they are situated somewhere along a line in a
particular direction from that landmark. With two landmarks, however, their exact
position can be pinpointed by taking bearings on both landmarks; they are at the
point where the two bearings cross" (p. 198).
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combination of methods enabled me to tap more into the emic3perspective that
the use of one method may have failed to unravel and then to compare it with my
etic perspective of all the data being gathered. Like Robinson's Ethnography of
Empowennent, this study, The Juxtaposition ofMagnet and Professional
Development School (PDS) Programs: One School's Experience, could never
have been possible without the use of these specific methods, almost all of which
involve face-to-face interaction between the ethnographers and their participants.
Throughout the study, I worked on the broad picture of the school as well
as some details about its programs' positive and negative impact on the
functioning of the school. I also selected scenes and settings/gatherings as well as
individual people that I observed and interacted with to get some detailed fine-
grained information to enhance the big picture. At this point, we are reminded of
Wolcott's (1975) definition of ethnography as the science of cultural description
which captures the theme which is basic to the picture - in this case, the picture I
have tried to paint of DES. Ethnography is first and foremost a descriptive
endeavor in which the researcher attempts to accurately describe and interpret the
nature of social discourse among a group of people. For example, Geertz (1973)
discusses the task of description with great sensitivity and suggests that the
ethnographer is aiming at "thick description", in which a wink can be
distinguished from a twitch, or a parody of a wink may be described as the rapid
3The perspective of the insider, those being studied, is usually referred as emic as
opposed/compared to that of the researcher's perspective, the etic or outsider
perspective.
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contraction of an eyelid. The thinner the description, the more it is stripped of
multilayered social meaning. Geertz's conception of ethnography is shared by
many, in that what is to be described is seen as including both meaning and
behavior in its natural setting and to elicit from the people observed the structures
of meaning which inform and texture behavior. As Spindler (1984) summarizes it,
the practice of ethnography enables one to discover the cultural knowledge
possessed by people as natives (members of groups or communities), as well as
the ways in which this cultural knowledge is used in social interaction.
While ethnography has traditionally been thought of as the description of
the culture of a whole community, it has been and is equally applicable to the
description of social discourse among any group of people among whom social
relations are regulated by custom. Classrooms and schools are both well suited to
ethnographic inquiry, although the difference in scope (cf references to macro
and micro ethnography in previous paragraphs) setting requires certain
adaptations (Erickson 1973). Therefore, the focus and quest for detailed
information of certain scenes or people were selected for presentation based on
their salience to the DES community as occasions in which (or as persons through
whose initiative) activities occur whose "outcomes" are crucial in shaping the
nature of the school and its programs. Thus linking macro and micro ethnography
to obtain optimum results.
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Furthermore, the kind of ethnography that I have embarked on may be
described as critical ethnography. This study is different from conventional
ethnography because it does not just describe and ask questions of what is going
on the school but also critiques what could or may have been going on that never
received meaning at all because it was taken for granted, or may have been
assigned different meaning altogether. According to Thomas (1993), whereas
conventional ethnography asks "what is", critical ethnography asks "what could
be".(p.4).
Consequently, I may be described as one who is engaged in a critical
ethnography, value-laden research with a focus on changing what may be viewed
unfair in society (Carspecken 1996; Thomas 1993). Throughout the study I made
such value-laden and critical statements and raised questions. For example, it is
good to have an excellent school like DES that attracts students of different race
and social economic background in a predominantly black neighborhood, but
what does it mean for the poor? Do children in that neighbor get a fair chance at
being in the magnet program? Is the technology freely available to all the children
in the school? As far as the PDS goes, some of the questions that nagged my
critical mind were, who gets to be a mentor and whose voice over rides the other
in the learners/teachers relationship between mentor/student? How about that of
the University and DES, what are the power dynamics, does research report carry
more wait than what is really going on in the mentor teachers' classrooms?
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Critical ethnography is definitely an asset in coming up with answers to some of
these questions. The next section is a portrayal of what critical ethnography is and
the rationale behind my choice to incorporate some of its aspects in my study.
Critical Ethnography: An Overview and Rationale
According to Jim Thomas (1993), "the term critical describes both an
activity and an ideology" (p.17). He refers to critical thinking as
Ranging from modest rethinking of
comfortable ideas to more direct
engagement, critical thinking as social
activity implies action. In terms of being an
ideology, critical thinking provides a body
of principles about the relationship among
knowledge, its consequences, and scholar's
obligations to society. Critical thinking
therefore challenges truth in ways that
subvert taken-for-granted ways of thinking
(Thomas 1993: 18).
"'Critical ethnography' is a term that has historically risen as a particular
form of qualitative research" (Carspecken 1996:22). He rightly points out that,
"The term 'qualitative' is actually more appropriate to my mind than
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'ethnography'" (Carspecken 1996:22). This is a position I endorse since, in strict
terms, my work is more of a critical qualitative research than it is an ethnography
because of the limited length of time spent in the field and the fact that the study
does more than report on what is going on in the school under study, but also
takes a critical look at what all that means as far as issues of social inequality and
social justice are concerned and offers alternative views on what ought to be and
what could be the case.
As far as ontologicaP and epistemologicaP issues are concerned, I began
from the premise that the structure and content of culture make life more nasty,
brutish and short for some people, to paraphrase Thomas (1993). Women exercise
less social power and receive fewer social reward, the poor are disadvantaged
socially for cultural as well as economic reasons and their children, including
those of urban non-white and working class white, are less likely to receive
quality education. This stance is grounded empirically in prior information
provided in the previous chapters on the history of education America, the
feminization of teaching and white flight. Knowledge and meaning are
constructed in situ.
This places me among the "small numbers of social researchers [who]
have been calling themselves 'critical' for about twenty years" (Carspecken
1996:3). For this group of 'critical researchers', their common value orientation
Jln real life situations, my perception of the real world out there.
5At the level of abstraction, a view of a phenomenon based on reflections of real
life situation of how that phenomenon may best be appreciated.
116
includes a concern for social inequalities. They therefore direct their work toward
positive social change; they are concerned about social theory, the nature of social
structure, power, culture, and human agency. Research in this instance, is used to
refine social theory and develop critical social research rather than to describe
social life (Carspecken 1996). My inspiration in this study is to do just that.
I believe that a mere description of what goes on at DES is not as valuable as
incorporating the description with a critique of what ought to be, what could this
be, what if, and what else, in projection into the future and in anticipation for
social change and moving from good to better and better to best. In my study of
the school's magnet and professional development programs, I was concerned
about power dynamics and the hegemonic relationships that develop due to
human agency; issues of social inequality, does everyone have access to the
advantages, improved teaching methods and technology supply due to the magnet
and professional development programs?
Thus this study is not just an ethnography in the general sense of the term,
but one that has been inspired by aspects of macro and micro ethnography as well
as critical ethnography. The DES study, therefore, is an ethnography that is a
blend of different approaches in ethnographic research.
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Researcher as Principal Research Instrument
In this study of DES what I present is my the educational anthropologist's
version of anthropological ethnography. It is the description of culture (of a
school) or cultural processes of learning based on firsthand observation and long-
term immersion or participation in fieldwork. Fieldwork was therefore an
indispensable element in the study and that is why I spent two years (2000-2002)
at the research site. Like Peshkin (1986), I needed to blend both emic (my
informants' insider perspective) and etic (my outsider perspective), while paying
attention to the less vocal and less forthcoming informants. Crucial questions for
me were: how much data is gained or lost because of my subjective self; how
much filtering is going on? Thus, providing a perspective that is a blur of the etic
and emic perspecti ve.
Although I embody several personal qualities that facilitated my research
process, there were other qualities or characteristics in me that I needed to guard
against. Being the good listener and reflective person that I am, there were times I
was probably more likely to acquire more data from some group of informants
than a researcher who is talkative might have done. Under other circumstances,
however, I needed to be more forthcoming in order to probe my informants for
more information. Being attentive and caring are things that come to me
naturally, and I believe these qualities worked in my favor as they did for Hanna
(1982) during her fieldwork on a magnet school.
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Additionally, I tried to remain sensitive to the impact of my foreign and
cultural background throughout the study since researcher subjectivity is
unavoidable. As a Ghanaian-American who received all her elementary and high
school education in Ghana, and only recently migrated to the United States
relatively recently, I entered the study with limited prior knowledge of how
schools in the United States operate and limited knowledge of the culture of these
schools. This background may have worked in my favor in some instances and
against me in some other instances throughout the study. On the one hand, my
"foreign" background permitted me to remain critical and highly observant of the
"unfamiliar" because these are mundane "taken for granted" issues and
circumstances as far as the culture of the school was concerned was more easily
noticeable and questionable to me than they would be to a native American. On
the other hand, my foreign background hindered me from getting the full picture
because I may have failed to catch certain nuances and details that may have been
only too clear to a native American.
By confronting my biases headlong, I hope I was able to expose the
impact of my subjective self on both the data collection and analysis and
processes to produce a study that could contribute to educational and social
change. I do agree with Peshkin (1982) who asserts that, "observations about how
researcher subjectivity is unavoidable does not 'suggest to me a hopeless,
anything-goes subjectivity so much as they underscore an especially enduring
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dimension of the problem of verification and generalization in all social
research.'" (p. 65). From this viewpoint, my approach to the epistemological and
ontological issues in social science inquiry is to be as rigorous as I can be critical
and scientific, while capitalizing on the advantages of face-to-face interaction and
thick description aspects of qualitative research. After all, neither qualitative nor
quantitative research is inherently objective. In each case, the researcher has to
address her/his subjectivity. In fact, it may be argued that objectivity is elusive
and better left alone. Especially in the study of human beings and cultures, words
are in many times more appropriate in painting the complete picture. I therefore
bel1eve the qual1tative research methods of data collection and an ethnography of
the school DES were my best choices for undertaking this study (Geertz 1973;
Pollner 1991; Lukas 1971).
Gaining Entry
An important step in the immersion process is gaining entry into the
research site. Since my research site is an elementary school and has several
gatekeepers ("the persons who must give their consent before I enter the school,
and with whom I must negotiate the conditions of access," Glesne & Peshkin,
1992:33), such as the principal, and the superintendent's staff, I had to ask for
advice on gaining access to these gatekeepers as well as familiarize myself with
the protocol involved in the process. The office of research at my University
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played a major role in facilitating the process of gaining access by reviewing the
research proposal, approving it, and pointing me in the right direction as to who to
contact in the school system.
I then tried to move from making contact to gaining access by employing
the technique of "logging time." This involved just being around just being
around, participating in activities, and talking informally with people. Through
logging time, I was able to give all personnel at the site ample time them the time
to get used to me and my presence. Although I had been to the school on several
different occasions (about seven times in all) since 1997, it was only in spring
2000 that I officially started the research process and began my role as a casual
observer and being introduced to the faculty as someone who would be coming in
and out of the school premises and may ask a few questions from time to time. By
so doing, I was able to gather both the emic (insider perspective) and etic
(outsider perspective) information, beginning with the latter and eventually
ending up with the former version as presented from my point of view.
Data Collection Phase
As stated earlier on, there are various kinds of moments in conducting an
ethnographic study and each moment might require a specific research method to
tap into the situation. My research has been through various stages and began at
the stage that can be described as the lowest level of abstraction as the Peltos
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(1978) term it. Having selected a topic, I undertook background research in the
library research, wrote a research proposal and gained permission from the
County's School System and the Office of Research at my University. In spring
2000, I gained access to the research site and started the process of immersion.
This continued into the first weeks of fall 2000, when I engaged in what is called
"logging time". This involved imply hanging around and making everyone used
to my presence, while I observed casually. This enabled my participants not to
view me with suspicion and after I gained their trust and they were comfortable
with my presence, I began to take field notes and engage in participant
observation.
Once I started data collection in earnest I engaged in face-to-face
interaction with many of my participants, and I tried to use conversational
interviews to obtain as much information as possible on the research site and
topic. I tried to pay attention to what was going on around me and the nature and
tempo of the conversation. I tried to be a good listener if my informant was
willing to talk all s/he wanted and to probe a little if my informant was reticent.
As I become familiar with the environment and the people and they with
me, I arranged formal interviews in which I used open-ended questions that I had
developed from the observation and conversations. Since my participants were
very comfortable in my presence at this time and more trusting, I asked to audio-
tape the interviews. Although I had guiding questions, I made room for
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jparticipants to control the flow of the conversation and I probed from time to time
for more insight into what I was being told by saying, "tell me more; could you
say a little bit more about that ... etc." Moving back and forth between my
literature review and what I was observing and being told, I ascended to the
middle level of abstraction by trying to make sense of what my participants take
for granted or hardly take note of because they are too close to it or it is for them
taken-for-granted knowledge.
As I continued to engage in participant observation throughout the study, I
conducted follow up interviews to verify some of the information I got in the first
set of interviews. The follow~up interview also enabled me find answers to
questions that had emerged from an initial review of my field notes. I also made
use of published information (such as hand-outs, application forms,
announcements) on the school and its programs, thus using the technique of
triangulation - many research methods to cross check the kind of data I am
gathering. Although I had research questions at the beginning of the study, some
more questions were developed in situ and led me to a higher level of abstraction
where I tried to develop a theory or use an already existent theory to guide me in
the collection of data and in explaining my findings. The etic had to be reported
separately and throughout the research there were moments when I have had to
stop and reflect on my subject-self in my journal to make sure that the data I was
gathering is the emic perspective of the situation. In the report on my findings, I
123
used the first person singular not only to show that I am fully responsible for any
mistakes but also to indicate how interactive the research was and how personally
involved I became in it.
During my first few visits, I was intimidated by the size of the school
(because I don't remember ever seeing a school this big) and was somewhat
nervous about the principal and secretary and other staff might view me (as the
outsider, intruder, and nosy, intrusive researcher). The ice was gradually broken
as time went on during the process of "logging time." I remember telling the
principal and the other that I was scared because this is my first major field
research and the principal asked the staff, "She said she is scared, what are you all
doing to her"? One of them said, "Scared? We haven't even began doing anything
to her yet". We all laughed over that one. This mundane incident was very
significant because it broke the ice and even recruited me into a good joking
relationship and cordial friendship that lasted throughout the study. Later this
matured into a semi social, semi-professional relationship with the school faculty,
staff and student when I began a teaching position as a substitute teacher in spring
of 2001. From the long process of obtaining permission to conduct the research to
a timid entry in 1999, I have since become an insider stomping the hallways of
DES as a substitute teacher being called by my first name by most people on the
school premises. Thus, I had become totally immersed in the research site and
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culture and made a transition from a purely etic perspective to a more emic
perspective.
More than one qualitative research method of data collection was used to
corroborate and contradict data so as to enhance the trustworthiness of the data.
The three dominant data gathering techniques in qualitative inquiry were used.
These include participant observation, interviewing, and document collection.
Participant Observation
As advised by Glesne and Peshkin (1992), I used participant observation
for the purpose of being there to catch the "moments," developing an
understanding of my research participants and acquiring the status of "trusted
person" to facilitate the collection of data. As one that eventually became a
substitute teacher in the school, I began as a participant-observer at first who later
became observer participant and then finally a participant-observer and attending
major events such as school carnivals and speeches on Martin Luther King Jr.
day, etc. Through participant observation (through being part of the social setting
of the school) I tried to learn firsthand how the actions of my research participants
correspond to their words; see patterns of behavior; experience the unexpected;
develop a quality of trust with my research participants that motivates them to tell
me what they might not otherwise tell an outsider or a stranger.
As noted by several scholars, Anzul & Ely (1991), Glesne & Peshkin
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(1992), Spindler (1997), participatory observation served as the essential means
of gathering ethnographic data. Besides being useful as a tool for establishing
rapport, it is also useful as a method of gathering data. Participatory observation
covers a continuum of different kinds and degrees of participation.
The type of participatory observation that I used during the first few
weeks of the research was mostly observation without note-taking, in order to
give my research participants the chance to become used to my presence. I then
gradually began to take field notes and make arrangements to observe certain
individuals and functions of the school. My approach eventually became as
interacti ve as possible depending on the type of rapport I was able to establish in
each instance/situation or moment of the research process.
Besides day to day observations and interactions with individual teachers
and staff throughout the two year study, I had the opportunity to observe five
major events: the carnival, the launching of the school book coupon, the Martin
Luther King Birthday celebrations, and the black month cultural celebrations.
Each event, although not a one day celebration, ended with a gathering of the
entire school for an hour or two of exuberant performances such as dances,
speeches, recitals and pep-rallies. I have also had the chance to interact with the
whole school population on a day to day basis in the capacity of a substitute
teacher, get the feel of what is going on, observe and learn the language of my
126
new environment as I became fully immersed and my presence no longer
bothered anyone.
Interviewing
The second major data collection method that I employed was
interviewing. Informal conversational interviews were carried out throughout the
research. That is to say that I asked questions on the many occasions when
something was happening that I wondered about, and had conversations with the
people I came in contact with, without formally arranging a time to ask my
questions. In terms of formal interviews, I conducted open-ended and semi-
structured interviews whereby I set up appointments with selected research
participants. Ten interviews were conducted with two University representatives,
the principal, two parents, two interns and two mentor teachers who were willing
to have an in-depth conversation with me.
The University officials that I interviewed have a longtime relationship
with DES as well as expertise in teacher education, magnet schools and
professional development schools. One of them has worked as a representative of
the University in its collaboration with DES in the training of teachers by
assigning them as interns to various mentor teachers. The other University official
I interviewed is an expert in teacher education and has served for a long time on
various committees that represent the University in the PDS consortium of
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universities and is behind the beginning of the University of Tennessee's
collaboration efforts with the neighboring public schools.
The principal and the administrative staff that I interviewed have both
been with DES for a very long time and have seen it move from being magnet
school as it was originally intended to also being a professional development
school. In fact, the school administrator has been with the school since it was
founded, first as a classroom teacher, and then a curriculum supervisor.
The two parents I interviewed have first hand knowledge about their
children's school because they both work there and so are well informed about
issues of concern and the advantages of having their children enrolled in DES.
The fact that they are parents and teaching assistants rather than classroom
teachers makes their perspective a useful addition to the picture because they are
able to view issues from different angles and appreciate issues that may not be of
much concern to the teachers and other members of staff of the school.
Two mentor teachers were also interviewed. One was a former intern at
the school who got recruited after completing her teacher education program. This
teacher therefore had a considerable knowledge and experience base that consists
of knowing what it means to be an intern and what it means to be a mentor and
therefore offered a lot insight on the issues at stake. The other mentor teacher has
several years of experience as a teacher and a mentor and is a recipient of several
teaching awards and so speaks with authority on the issues that were discussed.
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At the time of the interview, she had just won an award for excellence in teaching
skills. She had a lot to offer as to what the school was doing with the interns and
teaching in DES in general.
The two interns from the University that collaborates with DES that I
interviewed, were at different stages of their program and worked at different
grade-levels so I was able to tap into their different perspectives based on the
length and type of interaction with the school and length of time spent in their
teacher training program thus far. All in all, therefore, I had a diverse population
of respondents with different perspectives that I hope will provide an insight to
the broader picture.
Documentary Information
Documentary information was gathered from various publications and
manuscripts such as affiliated university students' term papers, local newspapers,
DES's handouts, application forms, announcements about events and agenda of
events, description of programs and activities of school, etc. I was also able to
obtain and study documents that guided the development of both programs at the
school. Some of the other documents include historical news letters of churches,
notes that have been written by various members of the civil rights movement at
the time of the desegregation of the city. The handbook of the County's Substitute
Teacher, The Title One Parent's Handbook, the School's Staff Handbook.
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Data Analysis
Data analysis was part of the research process right from the very
beginning to the end. The data included field notes, ten audio-taped interviews,
photo-copies of newspapers and other printed materials mentioned above under
documentary information. Data analysis entailed the summarization of data,
transcription of interviews, coding and interpretation. It also entailed the
integration and presentation and all of the above; i.e. the integration of the
summarization of data, transcription of interviews, coding and interpretation in a
way as to make sense of it all and give an organized picture of the process and
outcome of the research.
As advised by various experienced qualitative researchers such as Harry
F. Wolcott (1990), William A. Firestone & Judith A. Dawson (1988), and
Matthew B. Miles & Michael Huberman (1988) I started data categorization and
the writing of research report early in the study and continued after the field
research was over. Field notes were organized by day and time and where
observation took place, the audio tapes were labeled according who the
interviewee is.
As I continued to gather, organize and summarize the data, clusters or
analytic units began emerging (in the fonn of ideas and phrases repeating
themselves), which were then used as tools for organizing the description of the
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data. Some researchers, such as Gertz and LeCompte (1984) stress that in
qualitative research all stages of research are interdependent. This has been the
case with the present study and so data was in fact invariably analyzed throughout
the research process. There has been several mini-analyses all throughout the
research as I sought to summarize and make presentations, interpretations and
integrations with every bit of data I gathered each day.
The ten audio-taped interviews were transcribed into type-written texts
and then read over and over to familiarize myself with their contents. Field notes
and some information from documents were also transcribed, scrutinized, sifted
and as time went on themes began to emerge (in the form of ideas, topiCS and
subject matter) and the data was categorized according to these themes which are
further crystallized, i.e. reflected, refracted and the findings discussed in the next
chapter. In essence, I did not only focus on portraying a detailed description of
events and processes at the school (at the micro level) but also on "making the
familiar strange and the strange familiar, drawing on the real life situation and the
ideal and teasing the data to see if there is common ground for the past, present
and future advances at DES and the idealized versions of the school's magnet and
professional development programs (at the macro level).
Thus the analysis process included grouping data from different sources
together to provide concrete thick descriptions that consist of different aspects of
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,DES culture and provide a rounded picture that makes theoretical implications
possible while heeding to the warning from Hammersley and Atkinson (1983),
Theorized accounts give much poorer
representation of the phenomena with which
they deal. On the other hand, assuming the
theoretical ideas are well founded, they
begin to give us much more knowledge
about how particular aspect of social process
is organized and perhaps even why events
occur in the patterned way they do. (p.177).
There is the need for triangulation in order not to rely on only one piece of
data rather than different kinds of data. Hammersley and Atkinson (1983),
indicated that the danger of undetected error built into data-production can be
minimized through the use of different kinds of data rather than a single piece of
data. They assert that if different kinds of data lead to the same conclusion, then
one can be a little more confident about that conclusion, bearing in mind that the
different kinds of data have different kinds of error built into them.
Hence, I did not only gather different kinds and sources of data, but I also
tried to remain systematic, rigorous and robust in conducting this research
exercise. Through reflective thinking, nothing was taken for granted as I worked
on "making the familiar strange and the strange familiar" (Splinders, (1982, pp.
132
,'.. , .•.,:. ;'I
23 & 24). words. In order to facilitate the process of making the familiar strange
and the strange familiar, I did not only review the available literature on magnet
and professional development schools, but also immersed myself in DES, a
school that has both programs, as well as triangulate various other techniques of
data collection. Data from one method complemented, authenticated or
contradicted data from another method and/or provided ways and means of
carrying out other methods of data collection. In other words, through casual
observation, I was able to design questions to investigate during participant
observation. All the stages of the research are intertwined and interrelated. They
are framed and formed from one another and data from one are crossed examined
through the use of another method. For instance, interview questions were framed
from notes taken during observation and the entire collection of data from
interviews, observation and documents were triangulated not so much to
"commend the use of different methods as to give weight to the idea of reflexive
triangulation" (Hammersley and Atkinson 1983:200).
In addition, data from different respondents gathered at different moments
and in different situations were triangulated and never taken at face value. For
instance, through participant observation (through being part of the social setting
of the school) I tried to learn firsthand how the actions of my research participants
correspond to their words; see patterns of behavior; experience the unexpected;
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develop a quality of trust with my research participants that motivates them to tell
me what they might not otherwise tell an outsider or a stranger.
The outcome is an ethnography that is as simple as a narrative but also
complex enough to tum the elementary, taken for granted issues into analytically
abstract issues and vice versa for theoretical and practical purposes attaining an
optimum level of analysis based on praxis. Some of the major themes that
emerged and are discussed in the next chapter, include the following: 1. DES as
Pedagogical Community: i. involvement of parents, grandparents and guardians,
ii. after school program, iii. cooperation between teachers, teaching assistants and
parents; 2. Praxis at Its Best: A Collaboration Between Different Experts: i.
PDS: A Collaboration Between the University and the School, ii. mentor-teachers
and interns exchange of knowledge; 3. The Promotion of African-American
Cultural values and Diversity; 4. Sub-Communities of DES: A Semblance of
Cohesion Or A Management of Conflict of Interests? In the next chapter I
present a more detailed description of each of these findings and proceed to
discuss them in greater depth through critical.
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CHAPTER VI
PRESENTATION OF FINDINGS
This study is about an inner city school, - the Downtown Elementary
School (DES), a pseudonym used to maintain to its anonymity, located on a hill
about ten minutes from downtown. I was first introduced to this school and its
programs by my then adviser, Dr. Clinton Allison, in 1996. As I began to read
about magnet and PDS schools, my interest in the school grew and I used the
DES in my initial research proposals that I wrote under the supervision of Dr.
Richard Wisnieski in a course on ethnography research in education. Personal
problems, however, delayed the debut of the process of obtaining permission to
conduct the actual research on DES. It was only in the spring of the year 2000
that I finally obtained permission and started my research on DES.
The research entailed making several visits and taking observation notes
as I immersed myself totally in the day to day activities of the school. I actually
eventually became a substitute teacher at the school. I conducted eight interviews,
on the school premises, of two parents, two interns, two mentor teachers, an
administrative staff and the school principal. To get a complete picture of the
school's PDS program, I also interviewed one administrative and a faculty
member from the University that the school collaborates with. Although my last
visit to the school was in spring 2003, my interest in the school continues and I
continue to read about its progress and challenges.
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DES is a fairly new building and it is big, from the point of view an
immigrant from Ghana. I grew up attending schools that basically consisted of six
classrooms at each level of my schooling. The classrooms were arranged in an
elongated manner with verandahs and the rest of the school surrounding was
considered our playground.
The Downtown Elementary School, on the other hand, is a "huge"
building of three classrooms for each of K-6 grades and several other rooms
including the reception and the principal's office, the library, the two computer
laboratories, the cafeteria, media production studio, a gymnasium, etc. It took me
a long time to get used to the building and it wasn't long before I realized that
what the principal had once told me was all so true: "it is not so much about the
building being big, it's about how many children I have to keep up with and
remember their names ....", and yet she does remember almost every child's and
the special problem about them be it the type of mediCation they are on and when
they need to take and how they act when they don't take it, or the type of parents
or guardian that takes care of them. All the children are very fond of her and
committed to keeping her happy and although they like to see her around, they
never want to be sent to her because of disciplinary issues. The principal's pledge
sums up the school's dedication to her children's whole welfare, academic,
physical and emotional and to all those involved in the children's lives.
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Principal's Pledge
I care about each and every person in this school.
I promise to do my best to provide the most positive and caring school
environment possible so teachers can teach, and our students can fulfill their
potential for academic and personal growth.
Signed: Principal.
It is not surprising that numerous findings point to the fact that the
school's staff, teachers and other affiliates have a mutual purpose of helping the
students reach their fullest potential in life and academically. For example, the
themes that emerged show that DES has a great coalition group that makes it a
learning team/community of parents, teacher and interns, teaching assistants and
administrative staff who have a common goal of bringing up responsible students;
a focus on African-American culture and diversity prepares students for the
diverse world out there and that DES with it juxtaposition of magnet and
professional development school is a model for the promotion of praxis at its best
with the ultimate goal of improving the quality of education that the students
receive. Before describing these themes in detail, I present a description of a
typical at DES as I viewed it from my capacity as a researcher.
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A Day at DES: The Operation ofMagnet and PDS Programs
As early as six-thirty in the morning, one of the doors at the main entrance
of the school is opened and the secretary, receptionist and school principal are
present answering calls and attending to important issues such as teacher and
student absenteeism due to illness, road accidents and lack of transportation.
Substitute teachers are notified as early as possible about replacing such teachers
for the day.
The school staff and teachers take turns every week in welcoming
students and parents into the building at about seven in the morning. The
individuals in charge ensure that order is maintained in the hall-ways and that
arriving students are not running, pushing and shoving because that could result
in them falling and getting hurt.
By this time, the receptionist's room is beginning to fill up with substitute
teachers waiting for their daily or weekly assignments and parents and guardians
making inquiries, requesting for special provisions for their wards, changes to
their medication and reminder about administering current medication timely and
correctly. This is also the moment when the principal is approached by parents
and guardians with complaints about how their wards were unfairly treated the
previous day.
As the students arrive, those who have registered for breakfast head to the
cafeteria. The pre-school class gather around their teaching assistant to be taken
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to the cafeteria for breakfast. Upon arrival, the teachers go to the staff room to
sign in and pick up their roll before they heading to their various classrooms.
While in the classroom, they welcome the students and maintain order as they
wait for the clock to strike seven-thirty. Some teachers go over their lesson notes
for the day and others write down the students first assignment for the day on the
board as they wait for the official beginning of the school day.
When the clock strikes seven-thirty, the Televisions are turned on and the
entire school says the Pledge of Allegiance. The news of the day is read by one of
the students, followed by important announcements including the lunch menu.
Sometimes staff and faculty members especially the principal makes some of the
announcements on the television.
At eight o'clock in the morning, the roll is taken and each student is made
aware of what their duty of the day is: e.g. taking the roll back to the main office,
the "soap manager" at restroom time, "line leader" or manager in the corridor
when the class has to go somewhere in as a group and there is the need for
maintaining order on their way there, etc. The students responsible for returning
the roll to the office are prompted to do so at eight-thirty and any that arrives after
that has to report to the staff in charge of discipline and late arrivals at the main
office.
The different grades and classrooms have different schedules for their
different subject area of study for the day. Classrooms in the same wing of the
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•school are usually of the same grade level and take turns in making visits to the
restrooms as a class. However, all these classes line up at the same hour to go for
lunch. They are accompanied by teachers or teaching assistants to the cafeteria
and supervised by the staff on duty at the cafeteria while at lunch.
The daily activities of every class usually includes time outside on the
play ground. During "specials" (a time when each classroom splits up into
different groups made up of the same grade level students) and go to their various
special event or subject of study for the day. Depending on the day of the week,
this may be a music, computer, gym or an art lesson. It may also be a visit to the
library for a tutorial and to enable students return and borrow books. The pre-
school and special education students are usually with the same of students
throughout the school day but the rest of the students including the kindergarten
students get to mingle with the different classroom members of the different
classes of their grade level during specials and at play time.
As mentioned in a earlier chapter, each grade has four classes. Lunch time
for the entire school begins at eleven in morning and ends at one in the afternoon
as the cafeteria is successfully filled with s of students beginning with the lower
grades until all students have taken their turn in the cafeteria at their scheduled
time.
Dismissal for pre-school, kindergarten and special education students is at
one in the afternoon and two-forty-five for the rest of the school. Pre-school and
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kindergarten students are taken outside to the front of the school and supervised
as they are picked up by their parents and guardians and teachers ensure that the
students are picked up by the right person. The rest of the student population is
dismissed at two-forty-fi ve according to their means of transportation which is
announced on the classroom television screens.
Although DES is a magnet school, unlike most magnet schools, the non-
magnet classrooms are not too easily identifiable and enjoy almost about the same
amount of benefits as the magnet ones. However, there are still certain
distinguishing features of the magnet classrooms that are worth mentioning. In
the next section, I describe ingeneral terms what the magnet classroom at DES
looks like.
One of the most distinguishing feature of the magnet classrooms at DES is
the diversity of the student population as opposed to the predominantly black
population in the non-magnet ones. Most of these classrooms also have a special
seating arrangement that enables the students of diverse background to interact
closely daily. Students are usually seated in s made up of different race and
gender as well as academic ability. These classrooms are also more exposed to
technology, have more special activities and lessons that sometimes include guest
speakers who are experts of special fields of study such as Anthropology.
Additionally, magnet classrooms at DES usually have more computers
and televisions and spend more time in the magnet computer laboratory. At DES,
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there is the presence of the local University that the school coBaborates with in its
PDS program. The University faculty, student interns and computer specialists
frequent the school to give lessons, attend classes or meetings. Students in their
year of internship are at the school daily and may easily be mistaken for the home
teachers of DES. Some of the children at DES actually describe them as their
second teacher because the intern's mentor is viewed by the children as just
another teacher.
There is frequent and free interaction between faculty, staff, students and
specialists of the University and school and this facilitates exchange of
knowledge, research projects and coBegiality as well as respect for the expertise
of everyone involved. The teachers and staff of both University and school are not
. easily distinguishable when they attend events and activities of the other party.
Although some of the school participants in the PDS program revere the
University and its reputation as an authentic source of knowledge, others feel
empowered and speak with authority when it comes to their area of expertise.
Interns know their limit but do not hesitate to play the teacher role even with their
mentors when the timing is right. Most mentors demand some respect because of
all the responsibility bestowed upon them as leaders of a two-person team in
charge of a classroom of children but as mentioned earlier, some of them do it so
well that the children don't even realize that one of their "two teachers" is still a
trainee.
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On the whole, DES is different from the average urban elementary school
in the city in which it is located because of the magnet program. Its building is up
to date and the technology supply is beyond comparison. This makes it a
"magnet" and so the student population is quite diverse. Most of the teachers are
white females and the teaching assistants black females. The principal is a black a
female and the assistant principal is a white female. The PDS program makes it a
center of attraction for research and dissemination of new theories. It is a
gathering place for educational activities and reformists and the children are more
aware of their surrounding and current affairs, and even international affairs
depending on which classroom one visits. In a school such as DES, most affiliates
are those that really care about the advancement of the children and the school
community to mention the least and so there is parental and community
involvement. Besides the parent-teacher association - PTA, there are meetings
such as grandparent meetings. Most volunteers for the school also come from
these s of people. Together, they are all trying their best to make a difference and
their effort is reflected in the first theme discussed in the next section below.
DES as Pedagogical Community
Thus, a theme that emerged was the school as a learning team or a
community of learners. This is made possible and facilitated by the school's
magnet program. There are computers everywhere, at least two in the non-magnet
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classrooms and up to five or more in the magnet classrooms. There are also two
computer laboratories and i-Note-Books for some of the higher grade magnet
students to be used both at school and at home for note4aking and for doing
homework. There are computer classes for parents, the community tries to stay
connected as a school, a family of friends, who shared each other's expertise in
trying to raise the students as not only knowledgeable but also decent up-right
respectable future leaders.
It was not always easy, but in as much as possible, every staff member and
some of children's guardians tried to stay involved in the school's activities in
general and especially in the activities of individual children. The principal and
assistant principal were the ones who, for the most part, deal with some of the
most difficult daily situations such as misbehavior and disrespect of students. The
administrative staff, especially those who have been there for a long time, have a
way of calming down whatever situation there might be that inhibits learning and
encourages disrespectful behavior of each other and of grown-ups. Each person in
the school, in their assigned role and capacity played a very important role in
trying to bring about the success of the students.
Different s of children with different problems and needs were assigned
staff with special expertise to deal with these needs and it was not always easy but
they tried their best. Eye and dental care was provided to all students periodically,
extra speech and reading lessons for specific students, projects/programs for the
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gifted and talented as well as extra-curricular activities such as music and dance
are made available to students whose parents were interested in having their
children take up such lessons and extra-curricular activities. Also related to that is
the involvement of most parents.
i. Involvement ofParents, Grandparents and Guardians
Every now and then, parents, grandparents or guardians would make
unannounced visits to check on their children and sometimes they may happen to
come on a day that their children are having a bad day or a day when they can be
helpful to the teacher.
Some parents are a part of the faculty and staff of the school as teachers or
teaching assistants or administrative staff so it is in their interest to put in their
best effort when it comes to the affairs of the school. Other parents or
grandparents and guardians volunteer services either on a regular basis or just
every now and then. It is not unusual to find parents on the school premises
involved in the school's day to day activities. As a substitute teacher, I have met
parents that I mistook for classroom teachers and I was very impressed to learn
that they just came to help out because their children attend DES. The PTA is
quite active and they have PTA days when they bring food to the school for
everyone just to express their gratitude.
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ii. After School Programs
In keeping up with ensuring the welfare of the children, there are various
ways of making sure that they stay off the streets and that parents who work don't
have to worry about picking up their children until in the evening or after work.
This is made possible by the after school program.
According to Denise (fictitious name), a parent,
There is so many programs here in the
building, ... each child can pick one of
those and stay involved in that program.
And that will keep them here if mom has to
work late or whatever. And there is a
daycare program, Prime Time, YMCA,
which my child attends. So if you if you are
running little late or whatever, you don't
have to worry ... And you don't have to
worry about transportation ... you don't
have to worry about any of that stuff ...
Also in relation to that is the full service program where various experts
like counselors, dentists and optometrists are brought in to take care of the entire
well being of the students. Some of them who were legally blind had prescription
glasses made for them and received regular special tutoring. Others had a lot of
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serious dental problems that had to be taken care of and children who had lost
relatives were given special attention in class and received periodic counseling.
iii. Computer Literacy and Media Training
In accordance with DES being a technology based magnet school, it is
saturated with computers, televisions, and a fully established media production
studio. There are two computer labs, the title one computer lab and the magnet
computer lab. All classrooms have at least two computers and a televisions. The
magnet classrooms may have more than the non-magnet but no classroom goes
totally without computer and television.
All the students receive computer lessons and it begins as early as
kindergarten and first grade. There are a number technology experts who work
with the students and the teachers to up-date their knowledge on various computer
programs.
Media experts work with students to develop news casts produced solely
by the students. Each school day began at 7.30 a.m. with the TVs turned on as the
entire school was prompted to recite the Pledge of Allegiance. This is followed by
the latest news at DES and announcements by one of the TV news anchor of the
day. Every now and then these students go around the school taking pictures and
video tapes and when there is an important event going on, with the assistance of
the adult studio workers, the student TV crew tries to capture it all on tape.
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Praxis at its Best: Collaboration Between Different Experts
Another theme that emerged was the implementation of praxis "at its
best"? The question mark is there for a reason. Although I was not always seeking
to find where theory was intersecting with practice, I could not avoid the nexus of
that interplay. For example, some of the most difficult questions facing
classrooms were those of teachers who do not seem to be able to bridge the
generational gap between them and their students in terms of the magnitude of the
social problems students face. The different interns and teaching assistants that
worked with the different teachers and classrooms were able to coordinate efforts
even when their approaches were different.
The interns are able to learn from these teachers what they need to do to
become better teachers and yet maintain their unique approach or style of
teaching. Teaching or serving (in the cafeteria, as janitor, as counselor, as skills
personnel, administrative staff, etc.) in a school such as DES, is a very difficult
challenge and a labor of love and care. Some had to quit frustrated, a lot are still
persevering so that they may be able to take care of our future leaders and
responsible citizens. Some of them are so up to the task that the job seem like an
effortless activity. I believe sometimes the tasks seem effortless to the observer
because the one performing them has long years of experience, love or
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enthusiasm for and dedication to the profession, flexibility and frequent
professional development training on different ways of achieving the same goal.
As expressed by one of the participants, the collaborative aspect of the
two programs (magnet and PDS) is helpful in achieving the school's goals, giving
every child a fair chance of obtaining good quality education and providing
teachers of the school a chance to interact with pre-service teachers and their
professors in order to stay informed about the latest theories and research findings
in education. Another participant, a member of staff and curriculum specialist
said she was very impressed by the fact that the collaborative effort between the
school and the University made it possible to get to know about events such as
conferences and even made it possible to attend them. This never happened prior
to the collaborative effort and she has been learning a lot not only from the
conferences but from the University students and their professors. A University
administrative staff said it is a win-win situation because the school makes it
possible for their students to intern in a real life situation and conduct
collaborative research with teachers who are not new in the field.
Through observation and the notes that I kept on how this unique school
functions, I have come to the conclusion that it is a school that expends
considerable effort to ensure that everyone's contribution and voice is heard.
Many of the school's faculty and staff indicated that they know that what they are
doing and have to do is not an easy task but they are content in the fact that at
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least they are doing som~thing positive about taking care of the children and
community's needs jointly. The different interns worked in collaboration with
their mentors in different unique ways as befits their different personalities and
approach to the issues, be it lesson, content, discipline or classroom management.
The different s of workers had different roles and they all had to work
together in a collaborative manner to get their work accomplished. As a substitute
teacher of the school, I got to understand that the most difficult tasks of the
teachers was classroom management and control over the children but I also
realized that there are different approaches and it is easier for those who have
been in the system longest and best know the class, individual students and their
parents. Parents and grandparents frequent the school to check on their children's
performance and welfare. The children are sometimes a source of information on
how to go about managing the class and dealing with the different children
especially when you are new in the school as was my Case - as a researcher and a
substitute teacher. The teaching assistants are especially very helpful to the
children and teachers and although they perform different roles from the rest of
the school, they are an essential part of the well-being of the entire school.
The janitors, cafeteria workers, parents and teachers are a source of
learning about good manners, proper language and acquisition of the necessary
skills for becoming good and responsible citizens in their community. The
administrative staff especially the principal and assistant principal has a greater
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control over the children in terms of improper behavior in the classroom,
hallways and cafeteria.
Also, when they first encounter someone new in the school environment
(substitute teacher, researcher or community resource persons) the reaction of the
children is different and there is always the need for those who have been in the
school longest to assist them. Initial reaction of the children is that of excitement
and questioning in order that they may get to know the person better and also find
out if the person is in a good position to teach them. Upon reflection on my work
as researcher and substitute teacher at the school, I realized that there is the need
for humility especially when people with different talents get together so that they
can dialogue on their common concerns. Especially, as a researcher, there is the
need for one not to be over-confident but humble enough to show some
ignorance, admit faults and respectfully learn from your participants. These are
also essential qualities in the teachers, the administrative staff, the other workers,
parents and the entire community as well as the University affiliates in the PDS
collaborative effort if there is to be a successful and productive collaboration
between them. Two other sub-themes under praxis are described below.
i. PDS: Collaboration between the University and the School
The University and the school work hand in hand to bring about improved
teaching methods, by researching together and sharing knowledge. Student
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teachers intern and work along side experienced classroom teachers and they each
get to learn what each one brings to the table: practical knowledge gained from
experience and theoretical knowledge gained from reading books. So not only is
teacher preparation of the University students going on, but also professional
development for the teachers at DES as well. As one of the participants from the
DES staff put it so well,
So the biggest part, I think, is the fact that -
the collaborativeness, the ability to receive
and gain always ... We talk about being
life-long learners.... We are able to get the
research-based information from the
university through the professional
development school [PDS]. We can bring
that back and see how it applies in our
school. These are some things teachers
normally wouldn't have time to go out and
just for whatever reason read, just read. All
teachers read, of course, but generally
directed toward their classroom ...
Noteworthy is the fact that just as was observed in the literature review,
there is a dichotomy between research which is supposed to be the role of the
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University and practice that of the school. However, another participant, a
University personnel, describes the rationale behind the PDS differently:
So the idea is supposed to be a special
school where teacher training - teacher
preparation is the key focus and that the
University and the school system agree on
the teacher preparation process and agree as
to how interns are going to be placed in the
school and what kinds of things they'll do as
part of their training program ... Secondly,
was a focus on continued professional
development for the teachers who are in the
PDS in the school. And the idea was that
everyone in the school is considered a
leamer, including not only the students, not
only the interns, but the teachers of the
school and the University personnel who
happen to work there. So that everybody is
supposed to work together to improve
teaching and learning in the PDS.
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And yet, what another participant shared with me about this collaboration
indicates that the old tradition of believing in the University as the main source of
authentic and genuine research and knowledge still prevails:
It is the University of (mention of the State
in which it is located) ... we are talking
about the presence of students and
professors from the University in our school
- it is such a eh - working alongside with
everyone, we feel lucky to have them here.
ii. Mentor-Teachers and Interns Exchange ofKnowledge
The mentor-teachers and their interns may have different approaches to
teaching and different sources and stocks of knowledge, but they respect what
each one brings to the table and interact in a way as to make it possible for them
to exchange knowledge and create an environment conducive to learning. Here,
research and practice actually blend together to produce praxis - a blend of
practical and experience-based knowledge of mentor-teachers and theory, avant-
garde based knowledge of the interns. There is a good level of collaborative effort
to not just share and exchange knowledge, but also to create new approaches and
theories by researching together.
For example, one of the University personnel describes this goal so
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clearly:
... [the] goal is to do some research on new
practices - new teaching practices and new
organizational structures or different
organizational structures. And the school
and the university make a commitment to
essentially conduct inquiry projects into
different practices."
An intern also talks about mentor-teacher relationship and the praxis
aspect of the relationship:
... the PDS just helps ... it helps the things
we do to be research based - an emphasis on
action research and involving your mentors
in your action research project and not just
do it yourself
It is also important to note, as mentioned earlier, that in most instances at
DES, interns and mentors consider each other as colleagues. This is what one of
the interns said:
I think having ... the PDS and working with
your teacher and feeling like you are a
colleague and them treating you like a
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colleague definitely helps." This definitely
has a positive effect on the confident level
of the interns by the time they graduate.
The Promotion ofAfrican-American Cultural Values and Diversity
This theme seems to cut across the fact that the school is a magnet and a
PDS school. For example, because the African-American students are the
majority, there was a great deal of interest in Africa, and in me as a person from
Africa. Some of the teachers, staff members and students were more interested in
knowing more about me than they were interested in my research topic. As a
qualitative researcher, I went in seeking to know more about what was going on
in the school and its community, with the awareness that I may not only be
incapable of providing answers to all the questions I went in with, but that my
research participants may also be able provide me with a new perspective on the
issues that I was investigating.
This assumption allowed me to make room for an aspect of the school's
culture that I accorded little attention but eventually it became too compelling to
ignore. The promotion of African-American culture and diversity was a major
part of the school that got everyone involved - staff, faculty, students, the general
community of residents and guardians and parents. A sister-school that focused
on arts and performance, performed at the school every now and then and some of
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the performances included traditional West African dance. The Martin Luther
King Jf. holiday is usually celebrated in a grand style as is Kwanza, an African-
American feast. Also in an effort to promote diversity, several other different
kinds of feasts and festivals such as Hanukkah, Halloween and Christmas were
celebrated. The school carnival is also focused on raising funds for the school as
well as giving children the opportunity to express themselves, engage in various
learning activities and become dignified about their diverse background, as they
portray the culturally diverse nature of the American society and schools. Every
now and then the parents association served free soul food to the staff and
teachers just to show their appreciation of what they were all doing for the
children and the community.
Thus, DES, as a magnet and PDS, is a unique school that encourages
community and parent involvement, promotes diversity, and tries to encourage
interaction between children of different backgrounds. As someone who was
there to observe what was going on at DES, my realization is that the promotion
of diversity at a school like this (one that juxtaposes both magnet and PDS
programs) makes the teaching profession a much more complex endeavor because
not only are they teachers but also researchers, and trainers of intern teachers as
well as advocates and practitioners of diversity and if not social activists for
social change. Some of parents are involved in all activities and most of those
who enroll their children there, have various reasons for doing so.
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The parents' different reasons for sending their children to DES revealed
that there are different sub-communities at play, the local residents of location
area of DES and those who resided elsewhere but did not mind becoming a part
of the main DES community by transporting their children to the school and
hence, also had to interact with the other parents at various levels. I felt this
deserved my attention because of its potential for revealing a possible source of
tension between the two sub-communities based on their substantially different
interests and reasons for coming together as one main community. In the next
section, I elaborate on this finding and its relevance and possible effect on the
functioning of DES and its innovative programs - magnet and professional
development school (PDS) programs.
Sub-Communities ofDES: A Semblance of Cohesion or A Conflict of
Interest?
As mentioned above, due to the attractive magnet program of DES, the
school's community comprises different sub-sets of people who under normal
circumstances would probably never have come into contact with one another.
Specifically, the interest in African and African-Americans culture could become
a source of conflict and tension. This raises the following question: do students
and children and parents who are not African-American share this interest and
whether this could be a source of conflict and tension. The different interests of
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the different s of people is also demonstrated in their reasons for enrolling their
children at the school although some of them may have been commonly inspired
by or connected to the existence of the magnet program.
For some of the parents of the local sub-community of DES some of the
reasons why they enroll their children at DES and become part of the school
community are personal. These reasons included the fact that they were zoned
there, worked there and also because of the newness of the school facility, its size,
and the technology available to teachers, students and staff as well as parents.
For example, one of the parents said:
Basically the reason why my child is
enrolled here at DES is because I'm zoned
for this school. Personal reasons is because I
was zoned for this school when I went here.
So it's just kind of completing a tradition.
The school I went to was shut down and my
fifth grade year I had the opportunity to
come here
Another participant indicated that:
Well first, I had worked here at DES. And
during the time my children have started the
school. And I liked the program and I liked,
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you know, the atmosphere and the
curriculum was, you know, well-the
behavior. And I wanted them to start school
here along with me, and I felt like they
would enjoy the school and the curriculum
and the teachers here. And they're pleased.
They're here and they've been here ever
since they were from elementary on up. My
oldest daughter graduated from here and
went on to middle school, and she enjoyed
it. She always said she liked it too
Another reason is the unique facilities of the school:
One [reason] is-I guess the biggest
difference would be the size. This is a very
large school versus other schools. It also has
a lot of technology whereas other schools
don't-a lot of opportunities for kids to
participate in that technology at an early
age. And the cultural difference-I think we
place a lot of emphasis on different
cultural-the African American culture
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(emphasis added) here. I found that to be
different than from other schools. The
facility, itself, is massive and very-It's a
nice facility. I mean a lot of the other
schools are older. And the kids get to take
advantage of being in such a nice large place
and they're not crowded or anything. So
that's a good plus.
The members of the non-local sub-community of DES (the insider-
outsider community), i.e. those who are not residents of the DES locality, share
some of the above reasons for enrolling their children at this school. These
reasons include the unique facility, the magnet program and its emphasis on
technology. These parents indicated that the school provides children with a
unique opportunity to become immersed in a unique curriculum with the
possibility of becoming computer literate at an early age and that it was a
privilege to be able to enroll one's children at DES.
As to the emphasis on African-American culture, they neither saw it as a
compelling force nor as a deterrent. They however, indicated that they
appreciated the celebration and recognition of different festivals and the ability of
their children to interact with different races and children of different
backgrounds.
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Some of the parents, however, were in desperate search for a school that
might give their "problem children" another chance and felt that DES with its
unique program might be able to serve that purpose. It was not unusual to find
some of these parents volunteering their time in their child's class to help the
teacher control that child and to make it easier for the teacher to focus on the rest
of the class. It was also not unusual for parents from both sub-communities to pay
a brief visit to the school to check on their children even if they were not
"problem children".
Some of them also spent some days participating in their children's
classroom activities. If one were not a part of the school community, they could
easily mistake a parent to be the teacher if that parent were the only adult in the
classroom at the time. The teachers welcome this help and encourage it because
sometimes the parents walked in just at the same time that their child was
misbehaving and it made it easier to discipline that child.
In spite of their different interests, the different s of people came together
to participate in important events of the school. And although they may not be
interested in or be informed about the reasons why one or the other is involved or
may not share the same interests, it does not seem to prevent them from becoming
a community of people interested in the welfare of their children. If there were
any tension or conflict of interest, it certainly did not show or seem to affect the
functioning of the school and its programs. It is possible that any such tension or
162
,
I
I
I
t
conflict of interest was so well managed that it enhanced the magnet program and
its purpose of bringing people and children from diverse race and background to
work and learn together for the betterment of themselves and for an improvement
in their children's education, while becoming more aware of di versity issues and
the need to be tolerant of each other's differences.
Another reason why different people at or associated with DES may seem
to get along so well is due to the fact that most of the non-local sub-community is
comprised of people who know enough about the opportunities to be gained in
having their children attend DES and are therefore willing to make the sacrifice of
going with the flow when it comes to promoting African-American culture or
other cultures for that matter. These same parents may not do the same under
different circumstances. DES may therefore not be a truly multicultural adventure
committed to diversity but one that mimics commitment without a deeper and
thoughtful scrutiny of what the different parties hope to attain from becoming part
of the DES main community. Even teachers have been said to compete for
(reasons such as higher pay, availability of unique resources and programs) the
opportunity to teach at magnet schools and although this usually leads to the best
of the best at schools such as DES, the reasons for their attraction makes it
difficult to appreciate their true commitments to the goals of diversity, reduction
of racial tension and tolerance of and individual differences which are part of the
rationale for the creation of magnet schools. In the next chapter I will take up this
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topic again, this time not only in terms of DES as a school that operates a PDS
and magnet school simultaneously but also attempt to discuss the findings from a
critical multicultural point of view.
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CHAPTER VII
DISCUSSION: THE FINDINGS FROM A CRITICAL MULTICULTURAL
POINT OF VIEW
Critical may be described as "a perspective from
which representations of race, class, and gender are
understood as the result of larger social struggles over
signs and meanings and in this way emphasizes not
simply the textual play or metaphorical displacement
as a form of resistence ... but stresses the central
task of transforming the social, cultural, and
institutional relations in which meanings are
generated (McLaren, 1994, p. 53).
The findings show that DES is a unique inner-city school that juxtaposes
two important school improvement programs - magnet and PDS programs. They
feed off each other and sometimes make it hard for the other to function at its
fullest potential. For example, although they both aim at and make an effort to
improve student achievement, the diverse nature (because of the magnet
program), undermines the progress and effort of the PDS program. This is so
because there are so many children with special educational needs who are
included as much as possible, in all of the school's activities and whose mediocre
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performance has a negative impact on the performance of the entire school. For
instance, in the fall of 2003, DES finally made a pass grade on the comparative
list at the county and national level only to make another fail grade as far as
President Bush's "No Child Left Behind" poJicy is concerned.
This brings to mind another case in point - some of the achievements
made by DES due to its magnet and PDS programs have not been measured and
may remain unnoticed because it is difficult to measure them and because student
achievement has always been measured not in terms of how they handle race,
equity, gender and power issues but simply in terms of how much maths, English,
and history they have been able to memorize for the end of semester and yearly
tests. All the affiliates of DES do appreciate the traditional way of measuring
student achievement but they also know they are doing a lot more than test scores
can ever show and they are just glad to touch and change one student at a time
and also to receive recognition from various parents every now and then. DES
expresses its uniqueness in various ways and that also helps to keep morale up.
For example, there was a time, the first thing you saw upon entering the building
was an image of a giant pair of scissors with the phrase, "DES, a cut above all the
rest," wrapped around it.
As a unique school that juxtaposes both magnet and PDS programs, DES
faces a lot of complex issues because school reform efforts have been both
informed and complicated by historical and contemporary issues related to social
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difference (race, gender, class, sexual preference and disability). The dominant
contemporary issue and social difference is not a segregation or desegregation of
schools, but intricate relationship between race, gender, class, sexual preference
and disability issues in this nation and in the world for that matter. It is no more
an issue of segregation and/or desegregation of schools, but rather much more
complex and comprehensive issue of integration, inclusion, equity and excellence
in education. It is not as simplistic as an issue of sexism and/or racism, cultural
domination,ethnocentrism, Eurocentric imperialism, ethnocentric diversity,
homophobia, etc., but a combination of all the above delicate and sensitive issues.
The way some of these differences are handled is to provide special care
such as dental and eye care for those children whose parents cannot afford it,
schedule special classes for those with problems keeping up with the rest of the
class in certain subject areas. All adults refer to each other as Ms., Mrs., Mr., Dr.,
etc to show that everyone's title is important, deserves respect and recognition
and that irrespective of title, the collegiality among them enables power-sharing
and reasonable distribution of responsibilities. This also provides the children
with some consistency and teaches them respect for authority figures. No matter
what a person's social location might be in terms ofrace, ethnicity, class and
gender, if that person works or is enrolled at DES, it is most likely she or he
would be interacting on a daily basis with others from backgrounds and with
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experiences different from her or his own. This situation may be found at other
places but it is more so at DES because of its magnet program.
Everyone at DES show an awareness of issues of race, class, gender and
ethnicity as they interact with one another. When a child calls another a racial or
sexist name, instead of putting up a fight, that child reports to teacher or the
nearest adult. I have observed teachers warn children against this practice but I
have not seen them try to take proactive steps to prevent it and to explain to
children why such acts are improper. From a critical multiculturalist point of
view, this an omission that could have been easily taken care of with the
introduction of some multicultural activities such as having children describe
other people that don't look like them both in the classroom and elsewhere. In
discussing such issues, they may also be asked to reflect on why some s of people
are called by certain names and how it might feel to belong to one or the other.
Another exercise could entail having them research on the historical origins of
some of these names, and how those origins impact on individuals and s today.
In an effort to start education on diversity early, some kindergarten
teachers have dolls of different races in their class. As I observed children play
with them and teachers not paying attention to what and how the children were
playing with the dolls, I realized that the main objective of their presence may
have been reduced to a mere cosmetic gesture of racial representation. In their
play some children for example, ed the dolls according to types based on their
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skin color. A critical multicultural education teacher would have taken that
opportunity to introduce racial integration and mention how a lot of times people
of different colors have to be together at a lot of places at the same time and co-
exist without the need to be ed in isolation. The school and the classroom
population would make good examples. Even at that tender age, they have been
able to observe the segregation problem that is still present in a larger part of the
American society and their immediate families, residences and in the city that
DES is located for that matter.
At DES, every imaginable festival From Christmas to Halloween and
everything in between is talked about and its celebration demonstrated in one way
or the other. Kwanza, Hanukkah are recognized and children are educated on
them. However, on rare occasions a child might break down and cry so pitifully
because the topic and activities going on are about a festival that her/his religion
does not permit her/him to celebrate. The teacher would then console the student
and explain that what was going on was only for educational purposes.
There is some amount of diversity in DES classrooms and this makes the
everyday classroom interactions of students and instructors not only richer in
variety, but more complex. The increased diversity because of its magnet
program, means that the histories, cultures and everyday experiences students,
teachers and administrators bring to the DES classroom are quite distinct and
separate, even distanced by time and space. Teachers, in particular, are faced with
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the task of helping one another, and their students, to engage positively, negotiate
fairly, and intellectually come to understand "difference" in their classrooms. The
importance of this daily task cannot be stressed enough. The ways in which the
next generation learns to engage, negotiate, struggle over and understand
"differences" are crucial to the future of their lives as adults and responsible
citizens of their society and the nation at large.
My attention was drawn to how DES deals with issues of White privilege
and power-sharing. How are issues of '''Whiteness'' dealt with in schools with
majority black students and minority white students? What does it mean to be
"white?" I was impressed to see teachers reprimanding little boys for calling
some girls "little white girls" and making it clear that there was no room for name
calling. White people were minority when it came to the student population. In
cases where there was only one white student in a class, she or he was given such
a rough time by the other students and referred to as aproblem child. It made me
wonder if the chicken or the egg came first. May be merely because they are in
the minority, these kids had to toughen up to be able to withstand bullying from
the rest of the class. Some of the teachers gave students who needed it a special
working area and one of them named this area "the teacher's pet".
As far as the race of administrators and teachers is concerned most of the
teachers are whites, the principal is African-American and her assistant is white.
Most of the support staff and clerical workers as well as the teachers' aides are
170
African-American. These demographies did not seem to have an effect on the
adult population but it is not clear what effect they might have on the
predominantly black student population.
Occasionally, some of the boys reported to me instances of other children
using the "N" word to refer to them. However, I never observed them report it to
the other teachers. That makes me wonder if this is because the teachers are
white. To some extent, I think the black kids are aware of having less privileges
because once I was in a classroom with a lot of snacks and as the children
hovered around me for help, some got too close to the snacks and one of them
said, warning, "those are for whites ...." Another time, I walked into a classroom
as a substitute teacher, and some of the children exclaimed, "it's a black woman!"
Is this because almost all the teaching assistants are black and almost all the
teachers are white females? These are questions we may never know the answers
to but it is important to note that it is never too soon to learn fairness and the
ability to share power. One of the ways we can value our differences and
equitably share power may be through some of the multicultural and anti-racist
theories and practices which offer some ways in which we can confidently
address this question in our classrooms, schools, playgrounds and neighborhoods.
Education has always been more than a theoretical discourse or abstract
set of propositions. There is the need for a commitment to political and academic
education for social change. All education involves social and political relations.
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Multicultural and anti-racism education is no exception. Therefore, unless
multicultural and anti-racism education is integrated with family life, home-
schools and the various communities in which we live and work, the best we can
hope for is a fragmented and/or stagnated top-down approach to social change.
My experience from researching and working at DES has had a humbling
and an eye opener effect on me. I have often stopped to reflect on the intersection
between theory and practice - praxis; sometimes the issues are a lot clearer, other
times, conflicting, and on yet other occasions, very confusing, if not ridiculous
and outrageous (especially when one imagines how one would have reacted based
on the knowledge of theory to the exclusion of that of practice or vice versa).
How would practical knowledge benefit from theoretical principles? It is only
with the aid of praxis that they can become valuable to lay people such as
substitute teacher, and professionals such as teachers, teachers and other
practitioners. This was confirmed by a number of the participants I interviewed.
For example, one of the interns said she was now ready to face her classroom and
she could not imagine how else she would been able to do it without the
experience and knowledge she gained from working with her mentor teacher. The
PDS program makes this possible by bringing about praxis and enhancing the
efforts of educators, bringing practical and theoretical knowledge together in its
school reform and teacher education projects.
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At this point, we may want to revisit the important role of social
difference in the idea of, and rationale for, and function of both magnet and PDS
programs. Issues of race, socio-economic background, issues of power and
gender, the meaning of knowledge, ownership of knowledge, the relationship
between knowledge, race, class, gender, power, and the ownership of knowledge
have been brought up in the above reviews and discussions on the programs. For
example, one of the reasons why these programs have been insti tuted is because
of the recognition that too many of America's children are not learning and that
what they are learning is not enough. The magnet schools are especially meant to
provide or make room for those who are most likely not to be learning or not
learning enough. With the aid of critical, a further and deeper discussion of these
issues as they pertain to the study will make it possible to better appreciate the
challenges and promise of the magnet and PDS programs and the unique nature of
DES.
To reiterate the critical multiculturalist, MacLaren (1994), there is need
for the realization of students and teachers alike that justice does not exist simply
because of laws but that they have to continually struggle against injustice and
persist for the implementation of the laws for the promotion of justice. How does
this translate in the findings of the study of DES and its magnet and PDS
programs?
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In the case of the PDSs, for example, power is said to be equally
distributed and everyone is said to be a winner. However, there is virtually no in-
depth discussion on how one acquires the title of the "best teacher", "teacher of
teachers", novice, mentor, student, etc. In the course of the research, I got to find
out at lunch break in one of the faculty lounges that one the teachers who had
been there longest and had always had interns prior to the time I was there, was
either never available for a chart or never fitted into my interview schedules.
Judging from the way no one could control her class when she was away,
she probably was given a problem of children or her techniques were simply so
unique that the class could not stand any other teacher. Either way, I felt this was
a powerful voice of importance that was silent for some reason. I later on found
out that she had a very sick child at home that is most likely not going to stay
alive. The issue of voice and voiceless therefore has many dimensions and
dynamics to it. How long does one remain in each position, how do they intersect,
how fluid are their duties, responsibilities in relation to power and authority?
Whose voices are the loudest and where is the voice of the voiceless?
The kind of hegemonic relationships between mentor teachers and pre
pre-service teachers; between teachers and University staff and professors were
very apparent in the interview responses as well as in my observation of what
went on at DES. During the interviews most of the participants indicated how
they respect their colleagues' expertise and yet emphasized that they did not
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discount their own expertise. Interns on the other hand, expressed the need to be
diplomatic when it came to sharing what they learn at the University in their
teacher training program because they still felt more like novice and learners
rather than colleagues to their mentors. Both University affiliates and practicing
teachers of the school, however, still revered University based knowledge and
research instead of emphasizing how to make it both school and University based
all at once. A critical multiculturalist approach will mean a break down of false
barriers between theory and practice making possible for the University
professors and teachers to research together and allow theory to inform and feed
off practice and vice versa in the production of praxis. This finding relates to
earlier writings which revealed that at the PDS sites, the University was still
viewed as the authentic site for serious research and knowledge.
As far as critical is concerned, there is no room for this kind of myth to
exist among educationists. The PDS program is an ideal site for the
multiculturalists to reach their full potentials by constantly engaging in research,
brainstorming on their strategies and challenging the meaning of knowledge in
general. Through critical, the mainstream white-male hegemonic nature of what
is considered knowledge is challenged. A few of the participants had mixed
opinions about which party was actually in charge of research or serious
knowledge. Some thought it was commonly and equally engaged in by both DES
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and the University, while others thought the research based knowledge came from
the University and the practical knowledge came from the school.
I questioned if girls were getting as much attention as boys and how the
children of different sexes, races, ethnicities and cultures are treating each other
As a critical multiculturalist I was interested in knowing if all students were
treated equally and how frequently racial slurs were used in the classroom or the
playground without culprits being reprimanded. The dolls that were in the class
were not just one kind but of different races and yet I was interested in some
issues beyond that: who spent what amount of time on the computers, with the
dolls and other learning centers. The multicultural teacher is constantly
confronting her/his biases and never claiming to be neutral or hiding behind the
color blind facade. Teachers and staff help each other out and are at their best
when in and around the classrooms. It is only in their lunch rooms that they get to
talk about issues that puzzle them about their class and various students and what
might be the appropriate way to handle those issues. Sometimes food is brought
in for everyone to share irrespective of their level of authority and this helps build
a bond between DES faculty and staff. I must also mention at this point that the
principal of the school is a black female and commands great respect from all,
students, workers and parents alike.
As good as it is to have a desegregated school with good curriculum and
lots of technology I hold that it is not enough when one of the aims is not
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educational equity and quality. We will need to also overtly focus on social
difference and equity issues. Especially in this age of cyberterriorism, it is not
just a matter of what the children are learning but how they are learning. Hence
the importance of Karen Mock's (1988) article, in which she talks about the
practical implications of multicultural, anti-racist education combined. For me
this combination not only results in critical, but also highlights the importance of
praxis. A teacher's knowledge of various theories helps her/him to design a way
of teaching a particular subject matter.
However, just because the same material is presented does not necessarily
mean that all the children for whom it is intended will learn the same thing (Mock
1988: 1). The multicultural teacher is not only aware of her/his students' different
cultural background but also their socio-economic status and the cultural capital
that each of them bring to the classroom. Rather than tracking or ability ing, it is
only by being sensitive to these differences that an approach may be developed
that will be suitable for the different learning styles of the children. A successful
magnet school or PDS would encourage such strategies.
A further discussion of what some of the participants had to say about the
issues discussed in the previous paragraphs is presented and illustrated with direct
quotes from the participants in the next concluding paragraphs of this section. On
the issue of the dynamics of having a voice and being involved, I asked one of the
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participants about how the infonnation on the documents compares with the
magnet program as it operates now. This is the response,
The documents of the magnet program and
the other programs that are offered by the
school are-I don't think they say enough
about the programs. I think that it's a little
bit more in-depth. I think a lot of people
have the misconception that this is for-the
magnet class is for smart kids only. And the
magnet program is for children even though,
you know, they may be in CDC or have a
handicap. It's not just for super-smart kids,
and that bugs me. The average student can
benefit just as well. The America's
Promise-different things like that-that are
going on in the building-That contributes
so much to the school. And I think that's not
said enough.
Although the response is negative there a discussion of how beneficial the
program is and how its misconception does not enough justices to it. There is a
bridge of communication, but it is not a power issue, or is it?
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The Uniqueness of DES makes it possible for parents and guardians with the
opportunity to have their children taken care of while they are away at work, the
school has an after school service program which operates to take care of the
children after school and also to provide them with other services. As one of the
participants put it, "The after school or the full-service school programs have
been wonderful-the kids having the opportunity to go to the dentist".
While I was there, I observed arrangements being made for children who
had eye sight problems as well. Special arrangements had to be made for some of
the children with special family problems and either mothers, grandmothers and
aunties got involved with the classroom teacher, teaching assistants and the staff
to try to remedy the problems as much as possible. As to how DES compares with
other schools, one participant said:
--comparing this school to other schools-?
Well for one thing, with the PDS team this
school has access to the latest things-the
latest ideas. Being involved with the
University of Tennessee, I do not-I feel
like that can very beneficial and is very
beneficial to this school, because they have
contacts-outside contacts-that this school
may not have, or they may be able to help
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the school in getting those contacts. So I
think in that manner, you know, it helps this
school.
Another expression of the school's uniqueness is as follows:
They don't have as much as this school has.
This school's very fortunate to have
everything it has. I mean they really are. But
you know what? They have a lot of caring
teachers and they have a lot of good
students. And to me-Yeah, there's a lot of
crime happening on the streets, but it's kind
of like once you walk in those doors it's a
different world. It really is. I'm not saying
anything bad could never happen, bu't-I
never had any problems, you know.
In answering the question on the significance of the school's
juxtaposition of both magnet and PDS programs, this participant also provides
valuable information on how the University is perceived and how this perception
contributes to the hegemonic relationships described in earlier paragraphs. For
instance, she said:
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Well, of course you know, what a magnet
school is. It's a way to bring in-to
diversify the population in the school by
bringing people from different
neighborhoods into the school. And PDS is,
of course, a professional development team
that works to help both mentors and U's
interns who are becoming new teachers.
How do I view the meaning and
significance?Well-
The combination of the two? Well for one
thing, it gives the interns an idea to see what
a magnate school is all about. And-You
know, it allows us to see how that type of
school works and, you know, both the good
and bad points of it. [PAUSE] Other than
that I don't really-You know, I've thought
about this question before because I kind of
knew this was the one you were going to
ask, and I don't see-I don't see that close
of a relationship. I mean, yes you have a
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magnet school. Yes, you have a professional
development team. [PAUSE] But-In a way
they don't really rely on each other, I don't
think.... You're talking about a PDS team
run by the University of [name of state]
versus a magnate school program, which is
something that this school institutes. But
like I said, it does give us a chance to see
how that type of school operates.
Another participant adds:
I think it is a real advantage for this school
to be, first of all, a magnate school as well
as a professional development school in that
both of them involve a lot of collaborative
efforts. It involves with students. It involves
teachers interacting with students, parents,
the community, people in higher education.
I think the magnate school concept came
here probably before we-well before we
became a PDS or a professional
development school. And before the
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professional development school, we
actually were a site that took student
teachers from the University of Tennessee.
But it was not quite as organized, of course,
as a professional development school.
So I think having both things-There are
many advantages of being in a magnet
school-Funding, additional personnel, a lot
of opportunities that you wouldn't have as a
regular school within the school system.
And the PDS involves the ability to have an
organized cohort of student interns who
work coli aborati vely with our teachers. Our
teachers become mentors to those interns.
And we have people as part of regular
program as well as part of the magnet
portion of the program who work with the
interns.
So, again, the biggest part, I think, is the fact
that-the collaborativeness, the ability to
receive and gain always being-We talk
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about being life-long learners. I can think of
no better way than to be part of a magnate
program and a professional development
school as part of becoming a life-long
leamer, because there's always something
new-changing. We're able to get the
research-based information from the
university through the professional
development school. We can bring that back
and see how it applies in our school. These
are some things teachers normally wouldn't
have time to go out and-just for whatever
reason, just read. All teachers read, of
course, but generally directed toward their
classroom. So I see the two as being very
interconnected.
One or two of those I interviewed said they saw a disadvantage in having both
programs at the same school:
Well-To be honest with you, I think the
magnate program-I can see why they have
it because it does bring people from other
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neighborhoods and it does diversify the
population. However-And I do think it
gives the kids some really good experiences.
And, you know, this is a technology
magnate school, something they really need
for the future. However, I do see almost like
class distinctions between magnate
classrooms and classrooms that are not
magnate, and I personally don't see that as
something positive. Now, of course, whether
the kids recognize this I don't-you know,
it's hard to say. But I think they do because
you get the idea, after being in the climate
for a while, that magnate classrooms have
this-They have this idea that they're
almost superior to other students within the
school. Do you see what I'm saying? And
therefore in a way it does create a distinction
there. But they do---You know, magnate
classrooms do have a lot of technology, but
what I've also noticed is that these other
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classrooms have the technology, too. So that
is great, because I think every child in this
school needs to have the same opportunities
that are in that magnate classroom ... And
that's what we strive to go against, I feel
like, in an educational setting. We don't
want to create class boundaries. And I hate
to say this, but if you go into a magnate
classroom, a lot of times you are going to
see children from other neighborhoods. So
in a way it's almost like the people within
this community may not-Even though the
magnate brings a lot of positive things for
their children, in a way their children "may
not get that into that magnate classroom. Do
you see what I'm saying? So---But you have
to take, you know, the good with the bad...
. But all in all, I think the kids-that this
magnate school does strive to provide these
children with a lot of technology
experiences that they wouldn't otherwise
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have in a regular-just a regular type
school. So in that way it is very good for
them ... The only-which is not the case
with me-but the only disadvantage I could
see to students who are part of the PDS is
that they do not have a technology
background. They may not feel very
comfortable in a magnate classroom, but it
also exposes them to new things to learn. So
in that way it could be a positive.
And yet, some participants expressed the gains and strides such programs
helped them to make in their professional development and teacher training
program, as shown below. One intern said:
How does it feel to be a student and also to
be treated as a teacher, too?
It's very hard, because you are-And you
have to understand that they see you as a
teacher at sometimes. You see yourself as a
teacher sometimes. Then you see yourself as
a student. And they also see you as a student
because you're leaving the room to go to
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class or whatever. So it is a hard transition, I
think, for both intern and teacher. And so
you don't always get that respect that you
should get as a teacher. But you can't expect
to, I don't think. That's just the way it's
going to be, because you are still a student
and even the children pick up on that, you
know. You're not going to get the same
respect from them as-as the main teacher
is going to get. So-there is a difference.
There is definitely something there that
makes it different.
The above quote also indicates how the roles played by interns and their
mentors can be fluid and illustrates the power dynamics between them and how
such a relationship could be quite delicate. A further illustration may be found in
another intern's opinion on her relationship with her mentor teacher:
Oh yes. I've been-I've been very lucky.
She is very interested in what I'm doing.
And I've noticed that sometimes I can say,
"Oh, well I read this" or "I've thought about
this idea", and the next thing I know she's
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using it. So-And that's what it's about, I
think, anywhere you work. It's about
sharing together-sharing your ideas and
working together. If you don't have that you
don't have anything. And I have seen her
really work with me and-She shares her
ideas with me and I share hers--or I share
mine with hers is what I'm trying to say.
And I think that although it might be hard
sometimes for teachers who've been
teaching a long time to sit down and say,
"Oh, what good ideas do you have?"
Because you know, of course, they have an
attitude that-and they should-that they've
been doing this a long time. They don't need
some student to tell them how to run things.
But they do, in certain ways, really value
what you bring into the classroom, even
though they won't come out and
acknowledge-you know, directly
acknowledge it. And if I were in their shoes
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Another said:
I would probably be the same way. So
[LAUGHS] I don't hold it against them.
Well the PDS-You know - we work
together as a team. It is about teamwork. It's
about getting input from interns, teachers,
coming up with the best ideas to fix
problems or change situations. The more
input you have from people the better off
you are. I mean, there is no doubt that two
heads are better than one. And
[PAUSE]-Other than that-Let's see, the
PDS-They really-As far as their
relationship with the interns-You kriow,
they are giving their interns-They're
teaching them how to go about taking care
of research, because as we know as a teacher
you know-You know, the more research
you do, the more data you have to back you
up. And they're teaching us how to interpret
all that, and that's-I think that's really
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good that they're doing that. As far as
the-We're in the urban multi-culture
program, [emphasis added.. This probably
provides a boost for the magnet program]
and I can really say that they've prepared us
for that because they've really given us a
good sense of what it is really like to be in
an urban city school. There is a difference
between being in this school and being at
one in west [name of city deleted]. And
they've really given the opportunity for us
to see that, not only in this school but in
other schools.
Thus, although there have been a lot of success stories about magnet
schools and PDSs, there are cases of failure that have to do with the very
innovative nature of these programs. Taking a critical look at these challenges
would lead to more successful PDSs and magnet programs. The benefits far out-
weigh the challenges involved in these innovative approaches to teacher
education and school improvement. This is why schools like DES with its
juxtaposition of both programs deserves special attention especially that it seems
to have overcome most of these challenges through the positive and hard working
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staff and teachers and all the other parties involved. The school system has also
spent some substantial amount of resources on the school and most of the people I
spoke to felt that although it was demanding to have both programs under one
roof, they feel blessed that they have been offered such an opportunity and cannot
come up with any disadvantages of either of the programs or the combination of
them in their school. Although there is considerable literature on each of these
two programs, there is hardly any on the co-existence of both at the same site and
how they impact one another. This study, Examining Race and Educational
Reform in America: History, Strategies and Ethnography, has illustrated that
these programs, as advantageous as they are, are also truly demanding and
challenging and DES is always a busy place with a lot of different aspects of
learning activities going on simultaneously.
As I mentioned earlier, policy makers and educators need to put more
emphasis on teacher-training and the professional development of teachers who
are already in service should try not to shy away from the complexity, exciting,
enticing, embarrassing and sometimes curious, uncomfortable, hannful, and
oppressive such as cyber-terrorism, globalization and proliferation of the
interlintera cultural and racial mixing that is occurring in today's global village.
School reform tasks facing DES are enormous and need to be shared by all
sectors of the nation, family, church, the communities we live in, the government,
the educational system, and so on. I had to answer an innocent child's or adult's
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questions such as: Can you balance a book on your head . .. ? Do Africans ran
fast because they chase cheetahs in the bush? Are you considered an African if
you put a pencil in your hair and it does not fall out? etc. In such instances, I tried
to remain frank and open minded for such an approach, I presumed, is usually the
best. We all need each other's innovative ideas in designing our own personalized
approaches and we need to stop once a while to learn from the children in the
process. By so doing, we might be able to learn, share and enjoy our different
similarities and similar differences.
The study of a real life situation such as this unique Downtown
Elementary School (DES), a school that is both a magnet and a PDS is an
illustration that this is possible and that DES is moving a step towards
encouraging world diversity in its own little way in a climate where hard work
and patience is very paramount to success. I was "researched" even as I
conducted my research and the questions I had to answer from both adults and
children had a lot of impact on the way I view myself and others around me and I
hope I was able to make a difference in other people's lives in the process.
Although some of the questions sounded ignorant if not racist, I tried to be
tactful enough not to promote some of the stereotypes and prejudices out there
about Africa and Africans and remain patient and non-confrontational with the
assumption that my interrogators and I will end up learning something about each
that will enhance our positive perception of one another as well as help us focus
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on our similarities rather than our differences and that even differences can be a
source of strength rather than fear and non-acceptance.
School improvement does not have to focus on improving test scores only,
but also on preparing young ones to live in a diverse society such as America for
some of the most unspoken problems that retard the country's progress are
racism, gender, class and power issues and these are not inherent in human beings
but learned through our socialization system. Therefore, one of the best ways to
confront these issues is to start at the elementary school or as early as possible in
the children's lives so that they may learn to be tolerant, respectful of other's
differences, avoid bigotry and not be power drunk, homophobic, xenophobic and
chauvinists. Even if they behave appropriately at school, this emphasis should be
continued in their homes, churches, families and places of residence and that can
only be if all the adults in their lives take a proactive approach and try as much as
possible to live good exemplary lives.
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CHAPTER VIII
CONCLUSION
The focus of this entire document is on educational reform efforts and
attempts in America, difficulties that were encountered in the process, how best
difference and social justice issues may be handled in concrete instances of
particular contemporary reform programs in a real life situation. The entire
dissertation is made up of four phases, a historical survey of educational reform in
America, a textual analysis of two contemporary educational reform programs
and an ethnography of these programs, i.e. magnet and professional development
school (PDS) programs. The central subject matter of the four phases remain the
same while the style and approach to the issue of educational reform varies from
phase to phase. At the first phase, in the historical survey, I tried to review some
of the important moments of the educational system in America since the 1830s
and 1840s. This period is well known to historians as the decades of the common
school movement and I used it as a pivotal period to begin my historical survey
because of the resemblance between that moment and the efforts and struggles of
contemporary educational reform. In the second phase of the dissertation
therefore, there is a discussion of two contemporary educational reform programs,
followed by a textual analysis of educational reform from the point of view of
critical. Some of the issues of the three phases are made concrete in the fourth
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phase that is an ethnography of a school and its educational reform programs -
magnet and PDS programs.
Overall, the findings of the ethnography indicate that PDS and magnet
school programs as some of the contemporary models of school reform do not
only have a potential for bring about racial integration, diversity and community
building but also leading to innovative approaches to teacher training and
classroom management. Through the PDS program at DES, the teacher training
program at the University that it collaborates with has an added advantage of
being able to give its students a more practical approach to what it really means to
be or to become a teacher but also what teaching in an urban interracial school.
The study of DES also illustrates that magnet programs do not only serve a
purpose of racial integration but may also be used to promote a unique curriculum
such as the promotion and advancement of technological skills in students and
teachers alike. Having both PDS and magnet programs at the same school makes
it easier for interns, teachers and university faculty to share research interests as
well as practical and theoretical knowledge in teaching, education and issues of
racial integration and closing the gap between children of different socio-
economic background place of residence. This enables both school improvement
and the improvement of urban schools.
The population of DES is quite diverse and the problems that confront it
are also numerous, starting from making sure that all parents and children's
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complaints are met, that learning is taking place, to the fact that the students are
on their best behavior. Schools are part of the larger society and the problems of
society are reflected in classrooms, hall ways and play grounds. The teachers,
principal, the assistant principal, the curriculum specialist, the secretary, the
interns as well as parents all playa part in maintaining discipline and ensuring a
sound learning environment. There is a lot of technology, good teachers and good
role models that enforce the functioning of the school and there is common
agreement that the paragon would have been met if only the test records of the
school could be improved and maintained.
When viewed from the point of view of critical, although there are a few
multicultural activities and the attempt to include different people of diverse
backgrounds, there is still the need for a more critical confrontation of race,
gender, social class and power issues. Teachers are constantly dealing with and
trying to stop children from using racial slurs, some of the children come to
school without winter coats and it becomes a problem when it is time for them to
play outside on a cold day. A balance of gender and race at the staff level may
have given children a better appreciation of diversity, more believe in what they
are capable of accomplishing irrespective of their background. For instance, I
have often wondered why almost all the teaching assistants are black females and
almost all the classroom teachers are white females.
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The power dynamics may be well balanced in that everybody seems to
know the limit of their influence on the operation of events around the school and
classrooms but it can be frustrating to be given so much responsibility such as
being the facilitator of a class without any authority or background information
on how to discipline the class or individual problem children such that learning
may effectively take place among the diverse population that each class
represents.
This is when you get to know the powers that be; because individual
teaching assistants, home teachers, the secretary, the principal, etc., have different
levels of control over the different students and particular classrooms and a
knowledge about who to contact at what point can be very useful to the substitute
teacher or intern. I myself, have gone through some trying and self-actualization
moments during the course of my study. The first few days of observation without
note-taking was actually a moment of being observed and interviewed by almost
everyone, especially the children. I was asked by the children to balance whatever
they could lay hands on to show that African women carry load on their heads
without holding on to them as they transport their goods from one place to the
other. Most of the time the book or the item fell off my head and I forgot to
mention to them that just like any other activity you need the right kind of tool
and in this case the right kind of head-pad. The adult community had their own
set of questions and verifications to make and I hate to say that some of the most
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racist comments I have ever heard came from my fellow black people. Rather
than get angry, I used such moments as learning moments and tried to share my
knowledge with the people in question.
As I began note-taking and got more and more involved in the daily
activities of the school, I discovered that I could never fully become an insider in
as much as I tried to belong. At a glance the school may be compared to Daniel
Yon's (2002) Elusive Culture because as diverse as they may all seem the school
population together seem to share something in common and yet person knows
where they belong in comparison with the other and as far as the entire
community is concerned.
There were good days and bad days, but most of all DES is a unique of
people students, parents, teachers and all workers, determined to make a
difference in their immediate community and the world outside their
neighborhood. My interaction with this rich and diverse culture at DES makes me
all the more comfortable with addressing myself as a Ghanaian-American, an
insider/outsider of the American society as a whole and of the DES community
specifically. I hope to one day put my thoughts together on how this
enthnography has helped better appreciate Peshkin's (1986) concept of
"researcher as researched" and the outsiderlinsider issues in qualitative research.
Also, this dissertation, I must say is a tribute to the college of education
and special friends and professors of the then cultural studies unit/department
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who never gave up on me in spite of the various personal problems I faced which
almost made it impossible for me to complete the Ph.D. program. The DES
community will forever remain in my memory as a unique friendly and
hardworking of people who know what they are doing and how to get to where
they are going. If there is anything I would like to see done, it is perhaps to make
it possible for both children and adults of this community to gain more access to
and direct contact with people and information on Africa because they show
interest in the continent but seem not to have enough nor the right kind of
information.
In sum the findings of the study support the uniqueness of DES, the
complementary nature of its two programs and also show that teacher training,
teacher professional development and school reform are taking place. Power
dynamics between the different parties and individuals at the school as well as
race and class issues are managed and swept under the rag instead of being
tackled because no on wants to rock the boat. Other than that, there are hardly any
disadvantages of the school's magnet and PDS programs and the predominantly
black population who are zoned at this school are only glad to be a part of it even
if they are unable to get into a magnet class. Even this spill-off effect would not
have been available to them under normal circumstances but DES makes it
possible for an exposure to technology, good teachers and caring workers as well
as avant-garde research, theory and practice - praxis at its best. The ethnography
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phase of the dissertation is about DES, her communities, and her journey on
school and teacher training reform by combining some of most recent compelling
and promising models of reform of America's education system. The experience
of DES is not a panacea but a modest step towards dealing with the present
somehow dire situation that the country has been in for so long and which
continues to only become worse rather than better with each passing day.
Education, more than ever, is key to a person's
lifetime economic prospects as well as making the
most of one's talent and interests in a world that is
rapidly changing both economically and politically ..
.. Equality of opportunity in education for all ethnic s
in the United States is a goal that remains to be met.
Over the years, little progress has been made in
closing the gap .... Rapid changes in the ethnic
composition of the nation's population should make
narrowing this gap ever more pressing. (Vernez, G.,
Krop, R., & Rydell, P., 1999, p. v).
I could not agree more with this assessment and the experience of DES is
a modest effort in ameliorating the current situation. Educational reform in
America has come a long way but as shown in the several sections and phases of
this study, issues of difference and social justice remain unresolved and at best
only complicate matters and made complex. This is so because they were never
given the critical analysis they deserve right from the very beginning of
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educational reform. The main pre-occupation of providing quality for all is all the
more important in a system where there is no equal access to justice, where
success in the educational system is still closely related to one's race, economic
background and gender. As if all these were not enough plagues, the current state
of America's population (as described above) coupled with the growth of
technology and globalization of world economy do engender educational reform
efforts at the same time their very nature makes an urgent call for these reforms.
Only time will tell how much potential may be achieved from cases such as DES,
contemporary and future educational reform programs.
On the general level, this dissertation has shown that school reforms have
and still are necessary and by their very nature not straightforward because there
are a lot of complex taken for granted issues (such as social justice and
difference) that are never confronted right from the start and these issues only
complicate the entire effort if not impede the full success of reform programs.
This is fully illustrated by the magnet and PDS programs at DES.
It cannot be over emphasized that in the case of the PDS, acknowledging
each other's expertise, especially in the case of that of students, beyond the
informal level, goes a long way to boosting confidence and morale. This further
enhances the relationship between student-teacher and mentor as well as lead to
more contribution from the student-teacher. Journaling and mailing lists are a
good way to stay in touch with each other as far as research collaborations and
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sharing of findings and new theories are concerned but I believe in order to enrich
collegiality it is a good idea to hold more school wide, University and nation
wide conferences on issues pertaining to PDSs in particular and school reform in
general.
When I was researching for this dissertation, I realized that magnet school
programs are notoriously discriminative in that they do not provide the unique
magnet aspects to the entire school but rather to just the magnet classes involved
in the program. It will be a great improvement if at least the entire school is
provided for because one would imagine that the ideal case will be to cover the
whole nation if that were possible so why not a school instead of just a school
(program) within a school. DES is already doing more than most magnet schools
by making technology available to all children while ensuring that the magnet
classrooms are exposed to an abundant amount of it. My hope is that in future all
classrooms in the school will have the same amount of technology available to
them. This will be an ideal situation for a magnet program in general.
Additionally, although magnet schools have their origin in racial
integration, it will be a good idea if the emphasis on cultural understanding could
be expanded to include international cultural experience because the world is such
a global village now and this fact is reflected in America's society and at magnet
schools in particular. Including critical and making it more explicitly in the
curriculum and pedagogy of schools will go a long way to facilitate the reform
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efforts of educational improvement programs such as PDSs and magnet schools.
Schools can only do so much and all programs and attempts of educational reform
should target all the other aspects life and the different sectors of society.
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